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The problem at a high school in the southeastern United States is that students with 
disabilities struggle to demonstrate appropriate behaviors despite the implementation of 
School-Wide Positive Behavioral Intervention and Supports (SWPBIS). Current research 
findings have suggested that although SWPBIS includes strategies for students with 
disabilities, the behaviors of students with learning disabilities have not improved during 
SWPBIS implementation. There was a need to explore teachers’ implementation of 
SWPBIS for students with learning disabilities. In this basic qualitative study, how 
teachers at the research site high school were implementing SWPBIS for students with 
learning disabilities toward improving maladaptive behaviors was examined. The 
theoretical and conceptual foundations grounding this study were behavioral theory and 
applied behavior analysis. Purposeful sampling was used to recruit six high school 
special education teachers who participated in semi structured interviews regarding their 
classroom SWPBIS practices. Open and axial coding were used to analyze participant 
responses for emergent themes related to SWPBIS practices. The findings showed 
teachers’ confusion about PBIS procedures, lack of peer and student buy-in, and 
weaknesses in communication, leadership, and professional development. Based on the 
findings, a professional development plan was developed to present findings and 
recommendations to enhance SWPBIS implementation practices for students with 
learning disabilities. The results of this study could inform subsequent training for 
teachers’ SWPBIS implementation behaviors, leading to the eventual amelioration of 
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Section 1: The Problem 
The Local Problem 
The problem that drove this study was the fact that secondary students with 
disabilities at the local school site continued to struggle with making academic progress 
because of inappropriate behaviors. There was a need to examine teachers’ 
implementation of School-Wide Positive Behavior Intervention Supports (SWPBIS) for 
high school students with learning disabilities (LDs) to address their behavioral concerns 
(McDaniel et al., 2017). Examination of current supports identified gaps in practice 
regarding the teachers’ implementation of SWPBIS. Lowery (2015) noted that over half 
of SWPBIS state coordinators reported that improving the behaviors of students with 
disabilities through SWPBIS had not been included in teacher training sessions or 
conversations; consequently, there was a need to examine this issue more thoroughly. 
Secondary students with LDs continue to struggle with making academic progress 
because of inappropriate behavior (Shuster et al., 2017). Myers et al. (2017) asserted that 
students with LDs that demonstrate inappropriate behaviors might require more intense 
SWPBIS than general education students. The problem may lie in the lack of teachers 
effectively implementing SWPBIS for students with LDs (Sprague et al., 
2014). Bernstein et al. (2017) proposed that the manner and extent to which educators 
implement SWPBIS could play a role in determining whether students with LDs have 
benefited from this framework. 
The local problem requiring a review of teacher implementation of SWPBIS 
supports was also identified in current literature. Researchers noted few discernible 
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differences in the number of discipline referrals, or maladaptive behaviors, for students 
with disabilities after SWPBIS implementation (Flannery et al., 2018). Even with 
SWPBIS in place, 29% of high school students, including those with disabilities, had not 
responded to Tier 1 or 2 interventions (Bernstein et al., 2017). According to the local high 
school in the southeastern United States, despite the implementation of school-wide 
behavioral interventions and SWPBIS, students with LDs are still exhibiting behaviors 
that are affecting their academic progress. In particular, ninth and 10th-grade students 
continue to display behaviors, such as skipping class, absenteeism, and refusal to follow 
faculty and staff instructions, at a similar rate than they did prior to SWPBIS 
implementation.   
Rationale 
Despite SWPBIS implementation at a local high school in the southeastern United 
States, students with LD are still demonstrating noncompliant behaviors that are affecting 
their academic performance, such as tardiness, skipping class, and overall lack of 
engagement. According to the high school, discipline referrals are also prevalent for 
maladaptive behaviors, which include transition difficulties and verbally inappropriate 
behaviors toward peers and adults. 
As teachers are responsible for direct intervention of students’ behaviors in the 
classroom, it is important to examine the educators’ SWPBIS implementation practices. 
Researchers indicated that when students perceived a positive student-teacher 
relationship, they felt safer, were more engaged, and exhibited fewer maladaptive 
behaviors (Hansen, 2014). In addition, when students experienced reinforcement of 
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positive behaviors through consistent intervention, they were less likely to demonstrate 
negative behaviors (Myers et al., 2017). Gomez (2017) also noted that students were 
more compliant when they saw that target behaviors received persistent redirection.  
SWPBIS is a school-wide strategy that involves all faculty, staff, and students 
(Kim et al., 2018). Rather than a single program or plan, SWPBIS is a continuum of 
behavioral supports designed to improve the school climate by making maladaptive or 
undesired behaviors less effective (Evans & Weiss, 2014). Therefore, training helps 
administrators and faculty build collaborative teams to ensure effective implementation. 
School districts and local school administration should provide ongoing, integrated 
support on the implementation of SWPBIS for teachers and staff.  
The SWPBIS framework is comprised of three tiers of evidence-based behavioral 
interventions and supports designed to meet students’ individual needs (McIntosh et al., 
2017). The first tier focuses on foundational supports through clearly defining 
expectations for all students, teaching those expectations, and providing consistent and 
meaningful consequences (Mercer et al., 2017). Behavioral data are used to monitor, 
evaluate, or modify as needed. The second tier focuses on targeted intervention and 
supplemental support. Interventions in Tier 2 support specific skill deficits of some 
students at risk for failure. The third tier provides intensive individualized supports based 
upon a student’s need. It is the most intensive level encompassing a narrowed focus and 
providing support in combination with interventions delivered in Tiers 1 and 2. 
The purpose of this exploratory study was to examine how teachers implemented 
SWPBIS for secondary students with LDs. I collected data from teacher participants to 
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identify gaps in implementation, such as school-wide consistency, team-based decision-
making, continuous monitoring, and ongoing professional development. The results of 
this study could benefit administrators and other stakeholders by identifying how 
SWPBIS was used with students with LDs. The findings may also inform subsequent 
planning for interventions or training to augment teacher implementation practices. 
Definition of Terms 
The following definitions are provided to understand the context of this study.  
Maladaptive behavior: Behaviors that interfere with a student’s ability to adjust in 
varied situations (McDaniel et al., 2017). 
Students with LDs: A psychological processing disorder that affects a student’s 
ability to use language, either spoken or written. The disability, although not the result of 
a visual, hearing, intellectual, emotional, or motor impairment, may interfere with 
listening, thinking, speaking, reading, writing, spelling, or the ability to perform 
mathematical calculations (Kauffman et al., 2017). 
SWPBIS: A framework for assisting educational staff and personnel in 
implementing evidence-based behavioral interventions into an organized continuum 
designed to enhance academic and behavioral outcomes school-wide (Noltemeyer et al., 
2018)  
Significance of the Study 
The U.S. educational system is replete with studies and reports related to 
improving education. Rigorous and measurable academic standards have been developed 
with a focus on improved student behavior (Welsh & Little, 2018). SWPBIS is an 
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ongoing process utilizing evidenced-based behavioral interventions for students. Learners 
who are unable to employ adaptive behaviors in high school could continue to do so in 
postsecondary education, the workforce, and in life (Berg et al., 2017). Students with LDs 
need to master behaviors and skills that promote positive interaction with others that are a 
part of the social, emotional, and behavioral support of SWPBIS (Putnam & Kincaid, 
2015). 
Hirsch et al. (2014) suggested that the analysis of SWPBIS implementation in 
classrooms might significantly predict and increase the sustainability of improved student 
outcomes for high incidence disability categories. Teachers’ SWPBIS implementation 
practices for students with LDs influence sustainability and could improve students’ 
behaviors and interactions with others (Pitts, 2017). The majority of extant literature on 
this topic is focused on elementary and middle school populations, indicating a gap in 
research at the high school level. This study is significant because examining this 
problem through participant interviews and experiences allowed for identification of key 
dynamic, themes and insights into participants’ SWPBIS implementation practices. The 
majority of extant literature on this topic is focused on elementary and middle school 
populations, indicating a gap in research at the high school level. This study is unique 
because it focused on high school teachers’ SWPBIS implementation practices in the 
classroom in managing the behaviors of students with LDs.  
Research Question   
The problem at the study site high school was that the principal did know what 
SWPBIS implementation practices teachers were using to manage the behaviors of 
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students with LDs. The purpose of this study was to examine teachers’ SWPBIS 
implementation practices for high school students with LDs to address their behavioral 
concerns. The following research question guided this study: 
RQ: What SWPBIS practices do teachers report using in the classroom to address 
the behaviors of students with LDs? 
Review of the Literature 
In the following review of the literature, I provide an overview of SWPBIS 
practices, implementation, and sustainability in affecting the behavior of students with 
LDs.  To locate literature for this review, I searched EBSCOhost, Education Resource 
Information Center, Academic Search Premier, Education Research Complete, and 
ProQuest Central databases and the Teacher Reference Center. The keywords used for 
this search were PBIS, discipline, students with LD behaviors and academic achievement, 
qualitative research, case studies, SWPBIS teacher behaviors and classroom practices, 
teacher expectations, and behavior intervention support. Books and journals referencing 
SWPBIS provided additional data. 
Conceptual Framework 
The conceptual framework for this study was the behaviorist theory, which 
proposes that human behavior is learned, influenced by environmental factors, and can be 
changed (Moore, 2011). As such, behaviorism asserts that by altering something in a 
person’s environment, an individual can change their thoughts, feelings, and behaviors. 
Furthermore, when positive reinforcement or rewards are provided for a desired action 
over time, the person will consequently demonstrate the behavior on their own.  
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There is substantial evidence to support the use of SWPBIS based on the 
principles of applied behavioral analysis (ABA) for students with disabilities (Foran et 
al., 2015). ABA is a systematic process of studying and modifying observable behavior 
through intervention. Putnam and Kincaid (2015) noted that teachers incorporated 
components of ABA that included stimulus control, positive reinforcement, self-
monitoring, and direct instruction as SWPBIS tools within their classroom to modify 
student behaviors. These systematic procedures for behavioral interventions are 
foundational principles of ABA; therefore, SWPBIS encompasses ABA.  
Effective SWPBIS  
Effective SWPBIS requires consistent implementation across the spectrum in 
working toward desired student expectations (Reinke et al., 2013). McIntosh et al. (2012) 
suggested that successful SWPBIS demanded reliability in both behavioral expectations 
and consequences. Other researchers further demonstrated a significant inverse 
relationship between problem behaviors for high school students and the fidelity of 
SWPBIS interventions (Flannery et al., 2018). Horner and Macava (2018) advised that 
the adoption of SWPBIS led to documented desirable outcomes for students, faculty, and 
families. In other words, not only did SWPBIS reduce problem behaviors for high school 
students, but there was a direct correlation to the integrity of SWPBIS implementation 
practices. However, ongoing professional development and training were crucial in 
producing anticipated outcomes.  
SWPBIS Professional Development Training and Support  
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Successful implementation of SWPBIS has been shown to be a result of the 
effectiveness of professional development opportunities in schools. Ongoing training and 
support were required to implement SWPBIS with fidelity (Pinkelman et al., 2015). 
Training should increase teachers’ knowledge base, foster support, and incorporate 
activities that promote team building, commitment, and participation (Noltemeyer et al., 
2018). Operative communication and collaboration between administration, teachers, and 
the staff are essential for this process to succeed. Training should further demonstrate 
how to establish consistency and adhere to guidelines as well as the importance of 
maintaining quality over time.  
Johnson (2016) noted that SWPBIS professional development and training should 
include content related to supporting, or buy-in of, the overall framework. An explanation 
of infrastructure should follow relating to student expectations, communication between 
and among team members, and the role of data-based decision-making (Kuchle et al., 
2015). Active professional development also provides district and local personnel with 
behavioral expertise specific to the SWPBIS process (Kuchle et al., 2015). Failure to 
adapt the SWPBIS framework to diverse environments or populations can lead to a lack 
of implementation integrity or deficits in behavioral outcomes. 
Professional development ensures that faculty, staff, and other stakeholders are 
able to modify, adapt, or abandon practices/interventions that are not working 
(Noltemeyer et al., 2018). SWPBIS professional development activities can serve as a 
means to improve practices at the classroom and student levels. Lewis et al. (2016) 
asserted that professional development was sometimes too short or focused on knowledge 
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acquisition rather than fluency building or sustainability. Cressey et al. (2015) noted that 
professional development alone was insufficient to ensure changes in school operations 
and sustained practice. In other words, teachers and staff may not have received sufficient 
performance feedback, thereby impeding practice consistency and the ability to monitor 
the effectiveness of SWPBIS implementation. 
As high school departments can have somewhat different purposes, alternative 
strategies are necessary to maintain consistent and sustainable expectations for students 
(Evanovich & Scott, 2016). For example, the expectations for student behavior are 
somewhat different in physical education or art class from that of an English or math 
class. The same was true in a resource setting versus a self-contained environment 
(Hjörne, E., & Säljö, R., 2019). Consistency of implementation should follow the training 
of the SWPBIS teams in the use of data related to these differing environments (Kennedy 
et al., 2012). 
Implementing SWPBIS with fidelity requires the collection of various types of 
data to assess the effectiveness of the systems and any need for adjustment. Evanovich 
and Scott (2016) endorsed the use of data to advise team members and other stakeholders 
of the status of implementation along with reported best practices, behavioral results, and 
suggested modifications. My analysis of participant interview responses related to 
teachers’ implementation practices could inform changes to SWPBIS interventions for 






The issue of classroom discipline is one of the most significant difficulties that all 
teachers face (Welsh, 2018). The behavioral approach taken can lead to the success or 
failure of classroom management (Johnson, 2016). SWPBIS is a research-based model 
for schools in general education classrooms (Noltemeyer et al., 2018). Bernstein et al. 
(2017) proposed that students identified with exceptionalities, such as LDs, may need 
individualized instruction and reinforcement related to their behavior(s) to be successful 
in inclusive settings. Additional challenges include maintaining effective communication 
and collaboration between special educators and their general education counterparts 
when implementing SWPBIS for SWDs (Evans &Weiss, 2014). 
SWPBIS and Students with Disabilities  
Although students with disabilities comprised only 12.9% of all public school 
enrollment, Homer and Macaya (2018) suggested that there is a need for more intensive 
and individualized supports across academic, social, and behavioral domains. High 
school teachers typically experienced additional challenges managing behaviors due to 
class size, the number of staff/student interactions daily, and the varying academic and 
behavioral expectations for each teacher (Hamann, 2017). As such, it was anticipated that 
SWPBIS implementation practices may differ based on classroom composition and 
environment. Losinski et al. (2017) acknowledged data supporting the efficacy of 
SWPBIS interventions in a controlled context with students with disabilities. 
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Nevertheless, there are a limited number of studies focused on the participation of 
students with LDs in SWPBIS (Shuster et al., 2017). In the current study, I collected data 
through interviews with teachers to examine their SWPBIS implementation practices and 
behaviors for students with LDs. 
Researchers have examined the effects of SWPBIS interventions for students with 
disabilities (SWD). Losinski et al. (2017) suggested that interventions increased 
compliance and decreased maladaptive behaviors of SWDs in the school setting. Putnam 
and Kincaid (2015) also assessed the effectiveness of SWPBIS on student outcomes at 
schools across the nation (not specific to high schools) through discipline referrals, 
suspensions, and overall academic progress. Their findings indicated success in some 
areas, although interventions may vary based upon a student’s social-emotional 
characteristics. 
In a sample of 37 high schools, Freeman et al. (2015) evaluated the relationship 
between SWPBIS and academic, attendance, and behavioral outcomes. The authors noted 
reductions in maladaptive behavior rates and increased attendance after SWPBIS 
implementation, which may suggest enhanced student engagement and improved 
classroom climate as indicators of success when applied with fidelity (Freeman et al., 
2015). 
Bradshaw et al. (2015) concluded that as student response to intervention varied, 
additional research was required to identify the baseline characteristics (i.e., behavioral 
analysis) of students who would be most responsive to SWPBIS. This issue of variation 
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in effectiveness was particularly relevant to students with LDs because consideration of 
individual student needs is a critical aspect of special education (Myers et al., 2017). 
Integrating SWPBIS and ABA with teacher implementation practices could 
improve the behaviors of students with LDs (Horner & Sugai, 2015). Researchers have 
explored the general association between teachers’ perceptions and practices over the 
past 3 decades (Chang, 2013; Fernet et al., 2014; McCarthy et al., 2016). 
SWPBIS is based on the principles of behavior analysis. Lewis et al. (2016) 
referred to behavior analysis as a process designed to identify the reason for an 
individual’s behavior and determining why it is maintained. Schreiber-Bonsell and Beam 
(2017) stated that a central tenet in ABA is that all behaviors occur for a reason or has a 
function (e.g., control, avoidance). Freeman et al. (2015) also affirmed that ABA 
principles were evident in SWPBIS. According to Evans and Weiss (2014), SWPBIS can 
be a useful model for meeting the individual instructional and behavioral needs of SWDs 
in inclusive settings. SWPBIS focuses less on punishment and more on teaching and 
reinforcement of target behaviors, which may be particularly fruitful for SWDs (Lewis et 
al., 2016). The individualization of SWPBIS interventions can work in partnership with 
other supports, such as individual education plans, functional behavioral assessments, and 
response to intervention (Schreiber-Bonsell & Beam, 2017).  
SWPBIS denotes a multitiered system of evidence-based supports and 
interventions designed to enhance students’ social behaviors and subsequent academic 
outcomes (Horner & Macaya, 2018). The use of a SWPBIS framework is a well-
recognized model for students taught in general education classrooms (Evans & Weiss, 
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2014). Noltemeyer et al. (2018) noted that this proactive approach involves 
systematically defining, teaching, modeling, and reinforcing desired behaviors using 
data-derived decision-making processes to inform the types and intensity of 
interventions. Putnam et al. (2015) maintained that SWPBIS guides the selection, 
integration, and implementation of research‐based practices for improving behavior and 
academic outcomes for students. In short, SWPBIS involves teaching specified proactive 
expectations to all students. Students should be consistently recognized and rewarded for 
appropriate behavior. 
SWPBIS Results 
SWPBIS results, although not conclusive, have shown significant short-term 
effects on dropout behaviors, indicating a positive influence on attendance (Freeman et 
al., 2015). Keane (2017) also proposed that a student’s attendance record in high school 
is a strong predictor of subsequent behavioral or academic struggles. The implication 
here was that SWPBIS practices to address students’ individual needs might reduce 
maladaptive behaviors, such as tardiness and skipping class or school, which is relevant 
to SWDs (Ward, 2016).  
Although there has been some decrease in disciplinary referrals, suspensions, and 
special education referrals after SWPBIS implementation, middle and high school 
students continue to struggle with classroom and school behaviors requiring specific 
intervention (Schreiber-Bonsell & Beam, 2017). Haydon and Kroeger (2016) replicated a 
study evaluating the combination of active supervision, proactive correction, and explicit 
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instruction and found a reduction in the duration of behaviors as well as improved 
sustainability of SWPBIS across classroom environments. 
SWPBIS Sustainability: Teacher Concerns and Perceptions   
Although not a clear indicator of academic progress, SWPBIS may enhance 
teaching and learning. Hamann (2017) found that teachers reported higher levels of 
satisfaction with their teaching conditions when there were shared and consistent 
expectations for student conduct. In a qualitative, exploratory study, Feuerborn et al. 
(2016) found that teachers’ SWPBIS concerns were mostly associated with staff support 
and consensus, while their critical needs were related to collaboration with peers and 
administration. Teachers described successful implementation as fostering their sense of 
ownership through support, thereby gaining commitment to SWPBIS (Martin, 2013). 
Teacher and staff buy-in is a critical component of successful SWPBIS 
implementation and sustainability (Coffey & Horner, 2012). Through a study of 1,218 
participants in schools in varying stages of implementation, Kelm and McIntosh (2012) 
stressed the importance of a clear definition of buy-in. SWPBIS should be a 
collaborative, shared, and mutually beneficial relationship among administration, 
teachers, staff, students, and stakeholders (Filter et al., 2012).  
School districts with low buy-in may struggle to implement and maintain 
SWPBIS with fidelity. Teachers reported barriers to successful SWPBIS implementation 
as lack of state, district, and administrator buy-in, deficiencies in teacher training, as well 
as lack of parent and community involvement or support (McDeaniel et al., 2017). 
Betters-Bubon et al., 2016) also found that team use of data and capacity building were 
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deemed essential in successful SWPBIS implementation and sustainability in the 
classroom. 
SWPBIS implementation should also consider the sustainability of the 
intervention framework. Pinkelman et al. (2015) examined perceived barriers to the 
sustainability of SWPBIS in 860 schools currently implementing or in the pre-
implementation stage of SWPBIS. Barriers reported by teachers and staff related to 
sustainability were staff, time, and resources. Teachers reported that successful SWPBIS 
implementation and sustainability required buy-in and administrative support.  
The SWPBIS team  
Among the best practices that teachers reported using to improve the SWPBIS 
framework was the SWPBIS team. The SWPBIS team should consist of teachers, 
administrators, parents, and community stakeholders as well as students. Schools 
sometimes failed to recognize the importance of including students as part of the 
SWPBIS team, especially at the secondary school level (Schuster, 2017). Without 
authentic buy-in from students, even a skilled team of adults may have trouble in the 
development and implementation of the SWPBIS framework. 
Teachers also stated that communication and relationship building with families 
was vital in the success of SWPBIS implementation (Andrew et al., 2018). The need for 
parent and community relationships was also evident in the literature as McDaniel et al. 
2017) noted barriers to successful SWPBIS implementation included lack of parent and 
community involvement or support. Garbacz et. al., 2015) observed that effective 
interaction between teachers, parents, and other stakeholders is critical in promoting 
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SWPBIS outcomes for students. Flowers (2017) advocated that district, family, and 
community support was vital to the success of SWPBIS.  
Implications 
 Collection of data related to teachers’ SWPBIS implementation practices and 
experiences could provide information to support and inform future SWPBIS best 
practices for students with LD. Information gathered from teacher interviews may 
identify gap(s) in practice regarding how teachers implemented SWPBIS for SWDs and 
the overall SWPBIS school culture related to SWPBIS implementation (Cramer & 
Bennett, 2015). The results could inform further inquiry based on the results and methods 
examined, which could improve the implementation or application of SWPBIS by 
teachers for students with LD.  
Summary 
Section 1 contained an explanation of the local problem, rationale, and 
significance of the qualitative study conducted. Included are definitions of relevant terms, 
the research question, as well as implications for the research. SWPBIS shares the values 
of affecting positive changes in behavior for students through the application of strategies 
and actions that promote their worth, dignity, and development (Walden University, 
2012). The need to examine teachers’ SWPBIS implementation practices in managing the 
behaviors of students with LD drove this project study. The chapter concluded with a 
synopsis of literature, which influenced the study. 
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Section 2: The Methodology 
Research Design and Approach 
During the 1980s, educators recognized the need for effective behavioral 
management of students with maladaptive behaviors (Foran et al., 2015). Proactive 
measures were suggested to include school-wide systems and processes, specific social 
skills instruction, and a team-based approach to implementation and professional 
development (Coffey & Horner, 2012). SWPBIS is an application framework designed to 
increase academic and behavioral outcomes for students (Schreiber-Bonsell, & Beam, 
2017). Intervention decisions are evidence based and data-driven and should be applied 
and monitored with fidelity (Bethune, 2017). 
In this basic qualitative study, I collected data from semistructured interviews to 
examine teachers’ SWPBIS implementation practices to address the behavioral needs of 
students with LDs. Primary data were collected from nine participants in a natural setting 
with a real-life context. The results of this study answered the research question and 
provided further basis for a larger project.  
I had anticipated using a case study design for this study but that was not possible 
due to the COVID-19 school shutdown. Other designs considered included the grounded 
theory design, which generally requires a larger sample size (between 20 and 60 
participants) for collecting and analyzing data toward the identification of an underlying 
theory. The narrative design was also considered, but using that design, I would have 
examined just one or two participants’ experiences through the lens of in-depth 




In this study, I used a qualitative approach because it is more useful than other 
types of research in obtaining rich detail through comments, feedback, and suggestions 
not easily counted or measured in terms of quantities, and as such, the depth of the data 
was significant (see Creswell, 2007). The criteria used to select participants included 
special education teachers who worked in an inclusion setting using SWPBIS. I sent all 
the special education teachers at the high school study site fitting this description an 
email request for participation. Special educators who expressed interest received 
additional information. Moser and Korstjens (2018) explained the importance of sample 
sizes being large enough to obtain information necessary to sufficiently address the 
research question(s) but not so large as to affect depth of inquiry. Of the 12 educators 
who met the criteria, nine volunteered to participate in the study.  
Data saturation played a role in determining the minimum sample size. In 
qualitative research, a smaller number of rich interviews/observations can be more 
revealing than a more significant number (Burmeisrer & Aitken, 2012). Guest et al.  
(2006) also found that most themes were emergent after just six interviews. Exploring 
each participant’s experiences exposed knowledge and contributed to in-depth, rich 
descriptions of the phenomena under study (see Lodico et al., 2010).  
In this study, I collected data from nine high school special education teachers via 
semi structured interviews. Initially, I planned to collect data from classroom 
observations as well; however, observations were removed as a data source due to school 
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shut down because of COVID-19. The Walden University Instructional Review Board 
(IRB) granted permission for removal of this data source.  
Researchers face ethical challenges in all stages of their research study, including 
anonymity, confidentiality, informed consent, and the researcher’s potential impact on 
the participants. Informed consent requires open and honest communication between the 
researcher and participants (Smith, 2016). The researcher must anticipate any ethical 
issues that may arise during the qualitative research process and cope with new, 
challenging problems (Sherrod et al., 2009). I provided the following safeguards in this 
study: (a) participants were advised of the voluntary nature of their participation and that 
they could withdraw or decline to respond to a question at any time without penalty (see 
Appendix), (b) the research objectives were articulated to each participant, (c) 
participants were informed of all data collection methods and activities, (d) provisions 
were made for monitoring the data collected to ensure participant anonymity, and (e) 
transcriptions and interpretations of the data were made available to the participants. 
Interview transcripts were maintained per IRB guidelines.  
I completed the National Institutes of Health Office of Extramural Research 
(2013) human research protections training and received IRB approval before beginning 
data collection. I met with the local high school principal at the research site to explain 
the purpose of the research study and gain permission to conduct the study at the school. 
The principal provided a signed letter of cooperation and research approval form, which 
was forwarded to the IRB as a supporting document. To ensure confidentiality, I omitted 
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identifying information of the school and participants from the study and will continue to 
do so in any related future reports. 
Data Collection 
The selection of data collection instruments was a crucial step in the research 
process. I determined interviews as the most useful data collection method for this study. 
Teacher participants provided responses to questions related to their SWPBIS 
implementation practices in the classroom. Of the pool of 12 high school teacher 
participants who met the criteria at the study site, nine agreed to participate in the study.  
The selection criteria for participants in the study included high school special 
education teachers in a cotaught core content area using SWPBIS. Five participants were 
women, and four participants were men. Four interview participants were European 
American (44.4%), four were African American (44.4%), and one was Hispanic (11.2%). 
Subjects taught included language arts, science, social studies, and math. Two were first-
time teachers, three were new to the research site, and the remainder had been at the local 











Participants’ Content Areas  
 
Local school administration provided names and contact information for potential 
special educator participants. I sent an email to prospective teachers explaining the study 
and its purpose while seeking their participation. Once the teachers agreed to participate, 
the invitation and informed consent were reviewed with them before the interviews to 
ensure their understanding. After the participants gave their consent, I collected data 
through interviews using telephone conference software due to school shutdown related 
to COVID-19.  
Based on the research question for the study, I developed an interview matrix 
containing six open-ended questions. Teachers answered preliminary probes related to 
their years of teaching experience and knowledge of SWPBIS. Participants first described 
their daily implementation of SWPBIS in the classroom for all students and then 
specifically for students with LDs. They further explained their practices teaching the 
SWPBIS expectations/consequences to students and reinforcement or modification 
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required for students with LDs. Finally, participants described the implementation of 
SWPBIS as a part of the overall school culture.  
Nine teacher participants completed interviews between May 5, 2020 and May 
12, 2020, using Free Conference Call.com and a Sony ICD-PX470 digital audio-
recording device. Temi.com transcribed participant interviews. I anticipated that he 
semistructured interviews would last approximately 30 minutes each. The actual lengths 
of interviews ranged between 18 and 39 minutes. The interviews were informal and 
conducted in a conversational style at a time that was convenient for participants. If 
participants did not provide an initial response, they had the opportunity to readdress the 
question. After transcription, I documented and analyzed the information obtained.  
Member checking assisted with credibility. I provided the participants with an 
interview summary to ensure the precision of their responses (see Birt et al., 2016). Upon 
review of the completed transcription notes, participants were asked to respond 
confirming accuracy.  
I reviewed the printed transcripts while simultaneously listening to the audio 
recordings. Each participant was assigned a pseudonym to ensure confidentiality. I save 
all data electronically via a password-protected personal computer. Physical copies of 
data were stored in a locked file cabinet in my home.  
Role of the Researcher 
Yin (2014) suggested that the researcher has the dual roles of guiding the 
interview process and asking questions in an unbiased manner. In other words, the 
researcher must seek information objectively related to the line of inquiry while 
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encouraging subjective responses. Using these guiding principles, I listened carefully to 
the participant’s responses and sought clarity from the interviewee when answers were 
too vague or cliché, thus mitigating the potential for errors. I advised participants that the 
information shared was confidential and genuine responses were encouraged.  
I have been a resource and collaborative special education teacher for 12 years at 
the research site and, at some point, may have had a working relationship with some of 
the participants. To reduce researcher bias, I engaged in reflexivity through a continuous 
process of recognizing and examining the connections between the participants and 
myself. Follow-up inquiry ensued when participants’ answers suggested new information 
or ideas not previously mentioned.   
My role as a teacher at the research site did not affect data collection or did it 
wield undue influence because I hold no supervisory position over the participants. I am a 
member of the SWPBIS team as an observer only through attendance at monthly 
meetings. I had no affiliation with the SWPBIS implementation process other than 
reviewing the administrative protocol. Consequently, my familiarity with the school and 
teachers enabled me to understand the methods described by participants. All participants 
appeared to be candid and admitted their knowledge of SWPBIS or lack thereof 
concerning their implementation behaviors. 
Data Analysis 
Wolcott (2016) advised that data analysis make sense of what the participants do. 
In qualitative research, this process begins during initial data collection and 
simultaneously works and influences analytical activities throughout the study (Lodico et 
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al., 2010; Merriam, 2009). The primary source of data for this study came from 
participant interviews of teachers. A rereading of the data led to an overall sense of the 
information and ideas presented. I examined the interview data several times to create 
tentative labels or themes that summarized the essence, such as recurring participant 
ideas or language.  
I followed a systematic process of collecting and reviewing the patterns or themes 
within the data. The need to modify inquiry or move in a new direction was considered as 
more information was gathered (see Creswell, 2007). The data collected from interviews 
provided a detailed description of the teachers’ behaviors and implementation practices in 
answering the research question. The interview text was uploaded into Atlas Ti software, 
where it was coded and analyzed. Atlas Ti is a software program designed to assist 
researchers in coding and analyzing qualitative data (in the forms of textual, graphic, 
audio, or video data).  
The coding process was essential for identifying the necessary codes, categories, 
and significant themes associated with participants’ SWPBIS implementation. The 
logical process included the condensing, merging, layering, and collapsing of data into 
thematic features (see Creswell, 2012; Merriam, 2009). During data analysis, I also 
considered the SWPBIS components and recommendations found in the literature review. 
Open, inductive coding was used to disaggregate and analyze core themes and patterns in 
the interview data grounded by the framework and research-based practices.  
Open coding can serve to discover and define emerging themes from interviews 
through participants’ words and data collected during observations (Erik, 2016). Open 
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coding helped to identify themes and ideas by a specific keyword or in vivo words used 
by the participants indicating similar ideas or themes. The large number of initial themes 
were combined when ideas were identified as interrelated. 
Table 1 
Open Coding Application 
Open Codes    
Repetition    
Rewards needs                         
Communication   
Procedures   
 
Axial coding was the second level coding process. Axial coding can expose 
relationships or connections among the data obtained (Campbell et al., 2015). For 
example, determining whether relationships existed between the patterns/themes 
observed or mentioned in teachers’ SWPBIS classroom practices. Participant responses 
were further evaluated based on the context of their statements and the conditions of the 
situations they described. Related categories, subcategories, and ideas were merged to 








Axial Coding Application 
Axial Codes   
Blaming administration for lack of training     
Wanted support and motivation to implement   
I and students were both confused    
Differences between students    
 
The final stage in the process of data analysis was selective coding. During 
selective coding, I interpreted the core variables that emerged in open and axial coding 
logically linking categories and refining major thematic concepts. This process helped to 
reveal the conceptual structure of the interview data and information learned from the 
research. I considered how discrepant data expanded, broadened, or deepened the 
understanding of the data. Because there were no negative instances identified, further 
consideration was unnecessary.  
Qualitative data collection and analysis eventually reaches a point called 
saturation, often signaling completion of the study when there is a nonemergence of new 
themes from data sampling (Fusch & Ness, 2015). Saturation of the data collection in the 
study was reached when no new themes surfaced. Morse (2015) asserted that saturation 
indicated qualitative rigor of the research and further suggested that failure to reach 




Dependability is an evaluation of the quality of the processes of data collection, 
analysis, and theory generation over time and varied conditions (Lodico et al., 2010). 
Dependability of the study was established by using a systematic process during data 
collection and analysis. The findings were consistent with the raw data collected. I was 
cognizant during the research that it may be necessary to make changes to data collection 
and analysis due to conditions in the setting or with the participants. One such change 
was the removal of classroom observations as a data source due to the COVID-19 school 
shutdown.  
Confirmability 
Confirmability refers to the level of confidence with which the findings of the 
study represented the participants' narratives and words rather than potential researcher 
biases. This study established credibility in that the results are believable from the 
perspective of the participants. To assess confirmability, I focused on the degree to which 
the participants (coding themes) corroborated the results. The credibility of the study was 
evaluated by extracting recurring themes from the coding process, and through data 
displays such as charts, graphs, or participants’ narratives revealed through the interview 
process.  
Evidence of Quality 
Steps were taken to ensure the accuracy of the data, and findings included 
member checks. An interview summary was sent to participants to check the accuracy of 
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their responses (Creswell, 2012). They were asked to reply within one week to advise me 
of inaccuracies. The participants noted no errors. 
Discrepant or Nonconforming Cases 
A negative or “discrepant” case is one in which the respondents’ experiences or 
viewpoints differ from the main body of evidence. (Flick, 2017). Any negative case was 
addressed by clarifying and resolving those differences identified when participants’ 
experiences or viewpoints differed from the main body of interview data collected. 
Because there were no negative instances identified, no further analysis was required.  
Limitations 
The geographic generalizability of the findings was a limitation in that only 
current special education co-teachers at the local research site from a high school located 
in the southeast United States participated in this study. The study included participant 
interviews as the only data source due to COVID-19 school closures. Participants’ words 
were the primary source for data analysis used to examine and teachers’ SWPBIS 
practices for students with LD in reaching conclusions.  
Data Analysis Results 
Findings 
The purpose of this qualitative study was to examine teachers’ SWPBIS 
implementation practices for students with LD. The completed research enhances 
understanding of teachers’ SWPBIS implementation behaviors and processes related to 
the maladaptive behaviors of students with LD at the local site. Participants in this study 
were current special education co-teachers in core content areas utilizing SWPBIS. The 
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participants were asked questions about their implementation of SWPBIS for all students 
and then specifically, students with LD. All qualitative data were analyzed using thematic 
analysis and coded using open, axial, and selective strategies. 
Documents 
Transcription recordings and transcriptions were stored on a password-protected 
computer and were analyzed thematically. I sorted that data by participant code and 
analyzed them using a three-step process. The data for all participants were analyzed. I 
reread the interview transcripts several times to become familiar with the data and to note 
participant responses and ideas related to SWPBIS. Initially, this resulted in many open 
codes, such as “need for more rewards”, “more training and information” and “teacher 
“unfamiliarity with procedures” and student buy in”. I subsequently reduced the varied 
number of open codes. Next, a search identified participants’ repetitions of words and 
phrases. Repeated words were relabeled with a term defining the open code.  
Axial coding connected the data and the open codes. Relationships between open 
codes were identified with similar codes grouped into categories such as “blame for 
administration for lack of training”, “need support and motivation to implement”, 
“students and I are both confused”, and “differences between students”. The axial codes 
helped to identify temporary themes.  
Patterns were once again determined to move from categories to themes. Gibbs 
(2018) asserted that themes identify the major concepts that the researcher uses to 
interpret the data. Four themes emerged from the qualitative research question: What 
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SWPBIS practices do teachers report using in the classroom to address the behaviors of 
students with learning disabilities?  
 The themes that emerged were: (a) SWPBIS rewards needed variation, (b) buy-in 
and collaboration between administration, teachers, and students was required, (c) 
additional SWPBIS professional development training was required and (d) SWPBIS 
rules and expectations should be taught consistently.  
Theme 1: SWPBIS reward system needs variation.  
Based on the interviews, 8 out of 9 participants noted that there was a reward 
system in place (Mustang Bucks). Seven out of 9 participants agree that rewards could be 
more effective if given variety. Mustang Bucks are the token dollars given to students 
when they exhibit behaviors such as assisting a peer in class, completing all tasks as 
assigned, or remaining engaged during instruction. These “bucks” are redeemed in the 
school store for products or snacks.  
One participant observed that was a need to revamp of the overall reward 
structure, as some students were not motivated by the current offerings. LD students 
sometimes seek to withdraw from tasks that are difficult, time-consuming, or require 
problem-solving (see Chou, Kroger & Pu, 2018). As such, when they received 
consequences for maladaptive behaviors and were separated from the group, rather than 
reduce the behavior, it served to reinforce it.  
Several participants reported using “peer time” or homework passes as rewards 
for students who displayed targeted behaviors. Students received recognition for displays 
of kindness or time engaged. There was concern regarding student complacency when it 
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reached the point that rewards were no longer part of a “teachable moment” but simply a 
transaction.  
Participants’ findings for this theme suggested that rewards should acknowledge 
and reinforce targeted behaviors. Teachers used these opportunities to teach students that 
their efforts were appreciated, which led to obtaining the desired classroom behavior. 
There was a need for variety in rewarding students to reinforce positive behavior as 
motivation varied among students.  
Theme 2: SWPBIS implementation requires buy-in by administrators, teachers, 
students, and staff.  
A second emerging theme suggested that SWPBIS implementation required more 
buy-in from through collaboration with administrators, teachers, staff and students. 
According to one of the participants, “Some teachers do not want the extra work of 
having to implement it, and that means they will not do it.” “It has to be consistent all the 
way around, said another.” For example, she shared, “I think it could be more successful 
if students knew more about it and understand the reasons behind it.” Teachers proposed 
that SWPBIS could be more successful if the interventions were automatic. “When 
targeted behaviors become the norm; that is a sign of buy-in."  
During her semi-structured interview, a teacher noted that as a part-year hire, she 
was not versed in SWPBIS and, as such, could not buy in to or practice what she did not 
understand. She intended to gain more knowledge before the next school year to 
implement in the classroom. Another teacher noted, “Students utilized the SWPBIS on 
their own when they perceive them as positive things.”  
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Participants agreed that successful SWPBIS implémentation required buy-in and 
acceptance from teachers and students. When teachers did not possess adequate 
knowledge about SWPBIS or perceived it as just another task added to their already 
extensive workload, there was less likelihood that they will demonstrate buy-in or 
implement the framework in their classroom. It became just another new mandate from 
by the district but never fully actualized. 
Students must also buy in and accept the SWPBIS framework. If they perceived it 
as just more rules or another form of control, it was challenging to win their cooperation. 
As such, they did not master the skills they needed to make positive changes in the future. 
Instead, when students viewed SWPBIS as a positive reward system, they were more apt 
to participate and master these skills.  
Theme 3: Additional SWPBIS professional development and training for teachers, 
students, and staff.  
A third theme was the need for more training for teachers, staff, and students. 
Eight out of Nine participants noted this in their interviews. They indicated that 
administration reviewed the SWPBIS framework at the beginning of the school year, but 
offered no further training throughout the rest of the school year. “While there are team 
members who meet monthly, the rest of the staff is not always privy to the data, nor is 
there training derived from these results conducted with the faculty and staff.” As one 
participant noted, “they need to share with us.”  
Similarly, a participant explained “that not all the teachers were on the same page, 
I do not think our understanding of SWPBIS is the same.”  He believed that SWPBIS had 
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been attempted in the classroom, “but more training was needed for successful 
implementation.” A number of respondents stated that although they knew a bit about 
SWPBIS from a previous assignment, more training was required to be more successful 
in their current environment.  
As part of the training, teacher participants suggested more communication about 
SWPBIS as it relates to disability type, content area, and general education versus special 
education students. Information regarding identification of program interventions and 
modifications, as well as development and utilization were also mentioned.  
All participants reported the need for ongoing professional development and 
training as well as access to data related to the SWPBIS framework. They also desired to 
see data associated with the current structure and its progress toward targeted behavioral 
outcomes. Some teachers felt they were ill prepared for SWPBIS classroom 
implementation and did not receive adequate training. Implementation procedures rely 
heavily on the implementer skills (Pinkelman et al., 2015; Rubenstein et al., 2018).  
Theme 4: SWPBIS rules and expectations taught consistently.  
A fourth emerging theme from this study was the need to teach the SWPBIS rules 
and expectations to students consistently (fidelity). One teacher noted having reviewed 
SWPBIS procedures to verify their alignment with her classroom rules and expectations. 
Others acknowledged that they discussed rules and expectations at the beginning of the 
year, “but it sometimes got lost in the middle of the everyday routine.”  
One participant reported a well-established routine of SWPBIS review of rules 
and procedures. “So much so that sometimes students reminded him if expectations are 
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not exhibited by another student or visitor to the classroom”. He advised, “SWPBIS was 
most effective when he circled the class reminding or reiterating expectations to students 
when off-task or disengaged”. “Educators have to follow through, be consistent, model it, 
and guide students.” 
 Overall, participants suggested a need for more consistency in teaching SWPBIS 
rules and expectations to students. Teachers played an essential role in actively teaching 
effective SWPBIS for students. As such, they should model and reinforce the SWPBIS 
procedures with fidelity to help students learn these skills. 
Discussion of Research Findings 
Despite the implementation of SWPBIS at a local high school in the southeastern 
United States in 2016, LD students were still demonstrating maladaptive behaviors that 
affected their academic performance. In particular, freshman and sophomore students 
continued to exhibit behaviors such as skipping class, absenteeism, and refusal to follow 
faculty and staff instructions. There was a need for examination of teacher 
implementation of SWPBIS in working toward target behaviors. The evaluation of 
interview findings was consistent with the research presented in the review of the 
literature. The themes discussed in the literature review included buy-in, sustainability, 
professional development, and best practices. 
Conclusion 
This study was designed to examine how teachers implemented SWPBIS in the 
classroom to manage behaviors for students with LD. The basic qualitative study was 
guided by a research question: What SWPBIS practices do teachers report using in the 
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classroom to address the behaviors of students with LD? The study collected data from 
interviews with nine high school special education co-teachers in core content areas using 
SWPBIS. Participants ranged in years of experience from 5 to 17 years. The ability to 
gain insight and understanding into the personal and contextual teacher’s behaviors and 
knowledge of SWPBIS directly contributed to the theoretical framework of this study.  
I analyzed interview responses to clarify practices and experiences of teachers on 
implementing SWPBIS. Six questions, aligned to the RQ was used to guide the 
interviews. Interviews were analyzed thematically to list, examine, and summarize data to 
provide answers to the research question. Open, axial and selective coding was applied to 
the data for the purpose of data reduction. Results of interview responses, and subsequent 
coding, indicated that most teachers implemented at least some components of SWPBIS 
in the classroom.  
Four themes emerged from the analysis of the responses to interview questions. 
The four themes are Theme 1: The SWPBIS reward structure required variation. Theme 
2: SWPBIS implementation required buy-in from students, staff, and teachers. Theme 3: 
There was a need for additional SWPBIS professional development training. Theme 4: 
Teachers should teach SWPBIS rules and expectations consistently. All participants 
noted it was imperative to maintain a collaborative and inclusive approach to 
communication and data. The data revealed teachers implemented SWPBIS by using 
Mustang Bucks, cellphone privileges, peer interaction and positive reinforcement as 




Response to interview question 1: Take me through your daily use of SWPBIS in 
your classroom. Describe what aspects of SWPBIS you are using. (Tier 1, 11 or 111)  
The majority (8 out of 9) of the participants acknowledged that some Tier 1 
interventions were implemented and supported in their classrooms. Teachers described 
how they used SWPBIS in working toward students learning the necessary skills for 
targeted behaviors. Some of the participants advised it could be overwhelming to 
implement SWPBIS at the same time as meeting content and academic requirements. T 
stated, “He sometimes did not implement it as well as he should due to content 
requirements and pacing guides for academics.” H also noted “she is not the most 
organized and therefore SWPBIS strategies are not the top priority.” C, B, and W 
indicated, “they used the SWPBIS procedures that exist to the best of their 
understanding.” S affirmed, “she did not have very many behavior issues as she 
established expectations early, and her students know that she is serious.” 1H believed 
“her relationships with her students also served to minimize maladaptive behaviors.” 
Response to interview question 2: Describe SWPBIS implementation for all 
students. 
Participants stated that in a cotaught setting, SWPBIS was the same for all 
students as they implemented Tier I interventions. “Students receive cues and reminders 
to remain on task and engaged with instruction said M.” S advised, “They are to refrain 
from the use of electronic devices during class time.”  “They received Mustang Bucks for 
targeted behaviors such as engagement, helping peers, or timeliness.” Se pointed out, 
“students are recognized and applauded for improvements in behavior or academic 
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progress.” C described her procedure of “maintaining a presence in the hallway, cafeteria 
and greeting each student at the classroom door as an example of school-wide evidence.” 
Results for interview question 3:  Describe your use of SWPBIS for students with 
learning disabilities. 
All nine participants noted repetition and reinforcement as necessary for students 
with learning disabilities concerning SWPBIS procedures. T and W indicated that “this 
could be due to short term memory deficits for some of the students.” “Just as we had to 
remind them of content details they forgot, SWPBIS cues are necessary when certain 
behaviors were exhibited.”  
Research for interview questions 4: Can you describe any modifications that you use 
for students with LD when using SWPBIS? Are they specific to when students 
behave or misbehave? If so, How? 
Six out of 9 participants noted that modifications were necessary when the 
SWPBIS protocol in place did not address the student's individual needs to curb 
maladaptive behaviors. In that situation, additional strategies were required. For example, 
a recurrently tardy student may get some type of reward if he or she made it class on time 
even once.  
Results for interview question 5: Are you consistently teaching SWPBIS 
expectations/consequences to all students?  Do you have to reinforce them more for 
students with learning disabilities? 
The majority of participants admitted a lack of consistency in teaching 
expectations or consequences to students either because they did not have time or did not 
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have the expertise. H and S stated, “They initially taught SWPBIS to all students.” There 
were 6 out of 9 participants regarding whether special education or general education 
students required more reinforcement of SWPBIS rules and expectations.  
C, H, and M believed students with LD sometimes exhibited targeted behavior 
more consistently than their non-disabled peers in the cotaught setting did. C thought, 
"This was because LD students were already used to behavioral plans or teachers 
following their behaviors closely." T noted, "Modeling the targeted behaviors of their 
nondisabled peers in the cotaught setting has helped with less need for reminders." H 
suggested, "Having two teachers in the classroom who could implement proximity 
control helped to reduce the need for reminders in the cotaught setting." 
Results of question 6: Describe how SWPBIS was implemented school-wide to make 
it a part of the school culture.  
All participants mentioned the SWPBIS media posted throughout the school and 
its discussion during morning announcements established SWPBIS as a part of school 
culture. "Mustang bucks shout outs" provided accolades to students for displaying a 
variety of targeted behaviors. S noted, "She had used them in all her classes to help 
motivate and engage them in target behaviors in all settings." M stated, "She had seen a 
drastic improvement in school culture since SWPBIS had been in place."  T believed that 
the SWPBIS team and facilitators have also helped to make it an integral part of school 




In this section, the research methodology, data collection, and analysis were 
described in Section 2 as it related to the participants, the role of the researcher as well as 
data collection and analysis. The basic qualitative study examined teacher's SWPBIS 
implementation practices since the 2016 school year. Included is information defining the 
characteristics and selection of participants. Ethical considerations and safeguards were 
noted, as was the role of the researcher and methods for handling data. Data collection 
and analysis tools and procedures were described with instruments specified. Quality 
assurance measures such as dependability and confirmability were explained with the 
chapter concluding in an outline of the reported findings and their use in answering the 
proposed research question. The findings were used to develop a professional 




Section 3: The Project 
This project is a professional development plan (PDP) that focuses on SWPBIS 
for managing behaviors of students with LDs. In this study, I examined teachers’ current 
SWPBIS implementation practices in the classroom, and they indicated a lack of 
consistency, buy in, and overall knowledge about SWPBIS. Participant recommendations 
included continuous professional development and improved communication. Based on 
the findings, I developed a PDP to address the gap in knowledge and practice.  
I proposed a professional development (PD) committee comprised of an 
administrator and/or designee and a district level trainer who would work jointly with the 
school level SWPBIS team to conduct training. All certified teachers, administrators, 
support staff, and long-term substitutes are eventual target audiences for the PD training. 
PD goals include acquisition of the necessary knowledge and skills through ongoing 
SWPBIS training and support. PD training will allow the participants to learn and 
practice strategies designed to enhance student mastery of required behavioral skills. 
The study site was a high school in the southeastern United States, where 
SWPBIS implementation, mandated by the study school district, is in the Tier 1 stage. An 
examination of the problem through teachers’ interview responses helped me to identify 
PD topics that could provide the knowledge and skills needed to implement SWPBIS in 
promoting positive student behaviors. The PDP provides analysis of data by explaining 
what participants understood to be the constructs of SWPBIS and the four themes that 
emerged from interviews (see Appendix). 
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The emergent themes were variation in rewards system, buy-in and commitment 
from teachers and students, additional PD and training, and teaching SWPBIS 
consistently. The purpose of the PD is to provide ongoing training for teachers and staff 
responsible for SWPBIS implementation in managing the behaviors of students with 
LDs. Overall, the findings indicated that all the teachers interviewed had implemented 
some type of SWPBIS in their classrooms, yet there was no cohesive plan with the 
coteacher in the classroom. In addition, there was a lack of understanding of the school’s 
SWPBIS framework and how it should be implemented.  
PD is the bridge between current practice and improvement, and it should align 
with daily practices and experience. For teachers to buy into PD, there must be a 
connection to current practices in a relatively short period (Collopy, 2015). Kennedy 
(2016) noted that effective PD must be purposeful and engaging but not so long as to lose 
the interest of participants. It should also focus on active learning and provide content 
specific information. Effective PD is most likely to affect classroom teaching when it can 
be sustained over time, is clear and focused on specific instructional strategies, and 
involves participants collectively rather than individually (Avidov-Ungar, 2016; Hynds et 
al., 2016). 
The purpose of this basic qualitative study was to examine how teachers 
implement SWPBIS at the research site for managing the behaviors of secondary students 
with LDs. I collected data in one-on-one interviews with the teachers. Participants’ 
interview responses indicated that explicit, consistent SWPBIS instruction; varied 
rewards; teacher and student buy in; and added training and collaboration would assist in 
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SWPBIS implementation and student acquisition of required skills. Participant 
recommendations did not align with current classroom practices at the local site. The 
PDP will present results from the study and the training module designed to enhance 
SWPBIS implementation practices at the local site.  
In this section, I detail the following components of the PDP project: 
problem/purpose statement, summary of literature, population and sample, data collection 
and analysis, and social change implications.   
Problem 
The local school authorized implementation of SWPBIS but had not studied its 
effectiveness or provided teachers with specific methods for managing the behaviors of 
students with exceptionalities. As a result, the principal did not know specifically how 
teachers implemented SWPBIS in the classroom for students with LDs. This problem 
contributed to a gap in practice. I conducted this study to address that problem.  
 I chose a PDP as the project genre for this research study because most of the 
teachers interviewed reported receiving some exposure to SWPBIS and were currently 
implementing the framework based on their preferred methods of instruction. The 
recommendation for ongoing PD is supported by research-based strategies included in the 
literature for enhancing SWPBIS implementation strategies toward managing behaviors.  
I collected data to identify gaps in SWPBIS practice, such as school-wide 
consistency, data-based decision making, continuous monitoring, and ongoing PD and 
training. Sugai and Horner (2014) and Hirsh et al (2015) proposed that SWPBIS PD and 
training needed to be ongoing, sustained, and long term. As such, a few days of SWPBIS 
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training had not met the ongoing, systemic needs of the school. The findings indicated 
there was a need to extend training beyond the initial SWPBIS training at the beginning 
of the school year to address inconsistencies in teachers’ SWPBIS implementation 
practices in the classroom. 
            I considered a case study and program evaluation, which would have included 
observations. However, observations were removed as a possible data source due to the 
COVID-19 school shutdowns. According to Werts et al. (2014), teachers’ feedback and 
experiences should advise administration when there is a lack of knowledge or 
information regarding instructional practices. As a result, I determined a PDP to be the 
appropriate project for this study. After completion and publication of this study, the PDP 
will be presented to the principal and administrative and SWPBIS teams to share the 
study findings, present related research, and propose actions for addressing the problem 
(see Hayes, 2019).           
Review of the Literature  
After completing the research, I conducted a review of literature supporting the 
recommendation for and development of a PD project to present to the principal, 
SWPBIS team, and other stakeholders at the local research site. In this review, I discuss 
relevant literature in alignment with an analysis of study findings. Based on the study 
findings, I propose using the data derived from teachers’ feedback and experiences as the 
foundation for determining PD and training and making necessary modifications to the 
local research site’s SWPBIS implementation.  
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I conducted a broad search of the literature using the following databases accessed 
through the Walden University Library: Thoreau, EBSCOhost, Education Resources 
Information Center, and Academic Search Complete. In addition, the Google Scholar 
search engine was used. The focus of my search was primary and peer-reviewed research 
studies published within the past 5 years. In some instances, these were difficult to find 
due to limited resources on the subject. The following keyword search terms were used: 
PD, teacher training, teacher communities (TCs), professional learning communities 
(PLCs), SWPBIS team, and teacher collaboration. I used the literature to identify and 
validate the recommendation for ongoing PD and training for teacher implementation of 
SWPBIS for students with LDs.  
PD  
Bolam (2000) refers to PD as activities designed to enhance teachers’ knowledge 
and skills in approaching the education of children. PD for teachers is organized time and 
activities to improve students’ learning and improve teachers’ professional competence, 
skills, and attitudes (Guskey, 1994). Stone (2014) defined PD as planned, unplanned, 
formal, and informal efforts positively contributing to personal and professional 
development. 
Werts et al. (2014) concluded that teachers’ implementation practices might be 
directly associated with their training, or lack thereof, in how to apply interventions. 
Castillo et al. (2016) acknowledged that PD training should address the individual 
school’s or students’ needs because needs vary in different environments. As a result, 
when requirements are explicitly taught, teachers can be more successful in their 
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practices. Findings from the current study indicated that some teachers lacked the 
knowledge and training required to successfully implement SWPBIS for students with 
LDs in the cotaught setting.  
Prior to planning for and delivering PD, it was important to understand the needs 
of participants. Mazzoti (2016) described the steps in development an effective PDP as 
including a stakeholder team, data collection and analysis, identification of goals, and 
ongoing monitoring and evaluation of results. Activities that are individually participated 
in are more informal but can be more effective for teachers (Uştu et al., 2016). As such, 
in-service trainings in which teachers participated voluntarily were more effective and 
engaging than in-service trainings where the teacher was expected to “sit and get.”  
I deemed the gradual PD model as the most appropriate to address the SWPBIS 
training needs of teachers. The gradual model, or the gradual release model, was 
regularly used with students at the local school site. Nieto (2003) stated that the gradual 
PD model was appropriate for the perspective of teaching because it prioritized skills and 
knowledge for teachers. The collaborative learning phase of instruction is a key 
component of gradual release where students work cooperatively with one another to 
discuss, interact, and produce (Dole et al., 2019; Fisher & Frey, 2008).  
On-Going SWPBIS Implementation PD and Training 
Ongoing PD should provide initial training with subsequent follow-up to ensure 
effective implementation and sustainability (Steyn, 2005). The first step in PD training is 
the supported acquisition of new knowledge and skills; however, training alone is not 
sufficient to support sustained implementation in everyday practice (Webster-Stratton et 
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al., 2011). Following the initial training, more intense instruction and practice can address 
any issues with implementation of what was learned during the PD. 
My recommendation for enhanced teacher practices focuses on PD and training 
for SWPBIS implementation to address the needs of students with LDs. After examining 
teachers’ reported practices and experiences, I determined that they needed additional 
training to inform current inconsistent applications of SWPBIS. Rivkin and Schiman 
(2015) concluded that determining the type of support needed to enhance student learning 
is crucial. Training should demonstrate best practices and provide teachers with adequate 
resources to promote teaching and learning (Hirsh et al., 2015).  
De Neve et al. (2015) noted that on-going training helps teachers better 
understand and implement intervention processes. Through on-going training, teachers at 
the local school site can more effectively plan and implement SWPBIS to manage the 
behaviors of students with LDs. Training may further advance teachers’ knowledge of 
individual student needs in their classroom population.  
Effective PD 
The success of PD and training is dependent upon collaboration between 
stakeholders related to instructional practices (Castillo et al., 2016). SWPBIS is not a 
curriculum, intervention, or manualized method that can be acquired in a short workshop 
(Horner & Macaya, 2018). Implementation practices are a result of the strength of 
training, and equally important is the degree of support provided by the local school and 
district (Castillo et al., 2016). When support and collaboration are deficient, there is 
inconsistency and lack of sustainability in practice, which aligned with my study 
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findings. Lewis et al. (2016) noted that the effectiveness of the training was directly 
related to active learning, the level of coherence between training activities, and 
structures in place at participants’ schools. 
Implementing SWPBIS using a “one size fits all” approach can often prove 
unwise because it does not consider the variety of classroom circumstances; conversely, 
simply implementing practices without proper training or clarity can result in 
implementation in name only, without the true benefit to managing behavior (Gadd & 
Butler, 2020). Teachers in Gadd and Butler’s study expressed that a lack of 
understanding and engagement in the SWPBIS training process led to confusion during 
implementation. Bayar (2014) asserted that effective PD and training must address the 
needs of teachers, students, and the school.  
In view of these principles, the literature reviewed implied that teachers’ 
implementation practices could be enhanced when training was relevant to their current 
needs and that they attached more meaning to active engagement in PD rather than 
passive association. Traditionally, measuring the effectiveness of PD was focused more 
on teacher satisfaction rather than teacher learning or use of practices taught (King, 
2014). Per Berne et al. (2014), the use of research-based teaching strategies during 
training can help teachers gain the experience necessary to apply interventions more 
effectively. Those with appropriate experience, skills, and tools to do the job should 
provide training (King, 2014). 
In my study, I examined the data derived from teachers’ interview responses as to 
how they implemented SWPBIS in the classroom first, with all students and then, 
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specifically for students with LD. The findings from teachers’ reported practices varied 
but most agreed they lack clarity and consistency with regard to SWPBIS 
implementation. As a result, teachers experienced challenges in trying to apply 
interventions with fidelity. Teachers described prior training as haphazard and lacking 
specificity to clearly defined learning outcomes for teachers or students. The findings 
supported the behavioral learning theory by indicating teachers’ practical knowledge had 
been acquired through interaction with the classroom environment and students rather 
than professional development or training.  
The concept of “behavioral spillover” may also have been relevant to the findings 
of the study. The spillover effect purported that engagement in one behavior was an 
indicator of engagement or adoption of a second behavior through conditioning (Nilsson 
et al., 2017; Lauren at el., 2019). In other words, without proper training, teachers’ 
SWPBIS implementation practices (behaviors) may have “spilled over” in response to 
students’ maladaptive behaviors. Conversely, ongoing PD could improve behavioral 
spillover in managing the behaviors of students with LD. 
Collaboration 
A collaborative team approach will allow teachers opportunities to become a part 
of the planning processes of SPBIS implementation. Davis (2015) noted a positive 
connection between student learning and teacher collaboration. Hannigan and Hauser 
(2015) proposed that collaboration strengthened instructional skills thus teachers were 
more willing and able to implement SWPBIS. Voogt et al. (2015) asserted that teachers 
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are able to learn from each other during collaboration. Sun et al., (2016) suggested that 
teachers are more willing to accept advice from their peers than from outside sources.  
Carreño and Hernandez (2017) noted that teacher collaboration and training is key 
to the learning process because teachers feel empowered. Through collaboration, teachers 
at the high school research site can share SWPBIS best practices based on their 
knowledge and experience for managing behaviors in the classroom. Through 
collaboration, the teachers could support each other in learning to employ SWPBIS in the 
classroom (Ficarra & Quinn, 2014; Hayes & Gershenson, 2015). Individually, they may 
lack knowledge, but collectively they can learn from each other.  
Teachers can share their experiences in working to overcome challenges using 
targeted strategies that promote positive behavior for students. By working together, they 
can provide the support and reinforcement needed to manage maladaptive behaviors in 
the inclusive (cotaught) classroom (Evans, & Weiss, 2014). As a part of the collaborative 
team, the principal would also be able to understand how teachers implement SWPBIS in 
the classroom for students with LD.  
Benefits of effective collaboration.  
Prior research supported the progressive influence of collaborative team 
approaches. Recent studies indicated that teacher collaboration improved instructional 
practices and, as a result, student mastery. Cooperative ability, as perceived by teachers, 
is a predictor of student success (Goddard et al., 2015). Through collaboration, the 
teachers could support each other in learning to employ SWPBIS in the classroom 
(Ficarra & Quinn, 2014; Hayes & Gershenson, 2015).  
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Challenges of teacher collaboration. 
Collaboration can be challenging for some schools. Although collaboration was 
considered a high priority by most interviewed or surveyed, there was reported lack of 
teacher buy-in, conflicts in temperament, and inadequate planning time (Global State of 
Digital Learning Study, 2019). Yuan and Zhang (2016) examined teacher collaboration in 
Chinese schools and identified similar challenges such as lack of structure and teacher 
homogeneity that led to surface collaboration. They also noted that improved 
communication between teachers and administration might improve collaboration. 
Effective collaboration is not solely reliant upon teachers, but requires direct support 
from other stakeholders as well (Ronfeldt et al., 2015).  
Collaboration for implementing SWPBIS.  
Horner et al. (2015) promoted teachers’ use of evidence-based practices. 
According to Horner et al., when implementing SWPBIS, a research-based approach 
offered more opportunities for teacher success when focused on students’ 
socioemotional, and behavioral needs. McCurdy et al. (2016) further affirmed that 
successful SWPBIS implementation involved a collaborative approach. As a part of a 
teacher community (TC), teachers could successfully collaborate in implementing 
SWPBIS in the classroom for students with LD. 
Resources  
The success of implementing my recommendations at the study site is dependent 
upon the required resources and support. To facilitate my recommendations, the school 
will need to schedule a time for me to meet with the administrative team to share and 
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discuss the PDP. The principal, administrative and SWPBIS team as well as teachers 
serve as the primary audience for this project study. The principal supported this research 
and requested specifics of the findings in a summary report.  
Research derived from peer-reviewed articles were used in the study and in 
development of the PDP. My recommendations were based on my research results and 
peer-reviewed articles. Resources needed to release the report include a Zoom or Google 
Meets space, Google or PowerPoint slides, and supporting technology to display or print 
the report (see Appendix).  
Potential Barriers and Solutions  
I may encounter a number of barriers to implementing my recommendations, 
which include rejection of my findings, or recommendations, PD and training not 
available for SWPBIS team collaboration; or lack of resources or funding from the 
school/district. A solution to addressing the rejection of findings or recommendations is 
to meet with the principle or his designee to address any concerns or questions prior to 
presentation to the remainder of the stakeholders. Buy-in to the findings and conclusion 
surrounding the study is crucial to effect changes in current practices (Piper & 
Zuilkowski, 2015).  
Some may reject the findings as it challenges their beliefs of what SWPBIS is. 
Changing the structure without changing the belief system will not bring about 
fundamental change (Markauskaite, 2020). If there is pushback to developing 
collaborative teams either because the training does not exist or the resources are not 
available within the district, this would be a barrier to implementing the 
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recommendations. A solution might be to make contact with the district with regard to 
availability of resources, personnel or funding for this endeavor.  
PD should strategically address SWPBIS implementation in the classroom to 
manage behaviors of students with LD. Previous training was conducted by the school’s 
SWPBIS team coordinator who had been trained by district personnel through 
professional development prepared by the state. The state department did not provide 
training relevant to SWPBIS implementation for managing the behaviors of SWDs. As 
noted earlier, funding could be a barrier if the school or district’s budget does not allocate 
funding SWPBIS training such as this. One solution could be collaboration through 
professional learning communities (PLCs or TCs).  
A TC can improve the planning and problem solving ability of teachers who 
sharing knowledge acquired through organizational training (Markauskaite, 2020). In 
other words, during the upcoming school year, if appropriate, the school might be able to 
divide the teachers into PLCs with a SWPBIS expert assigned to each group. As such, 
PLCs could reduce cost by providing training to a smaller group (i.e., the principle or an 
administration member and a number of teachers), who would then provide training to 
the teachers assigned in their PLC.  
During the current pandemic, online training modules could be the only option 
but might not provide the authentic hands-on experiences required for increased 
knowledge base. Finally, providing resources such as hardcopies of the PDP or other 
SWPBIS resources may be a barrier if the school’s budget for paper, ink or other printing 
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supplies is limited. A solution may be encouraging that PLCs share one or two hard 
copies while providing electronic copies of information to all.  
Proposal for Implementation  
Upon approval of this doctoral study project by Walden University, I will email 
the PDP report to the principal of the study site. I will include a cover letter requesting a 
designated time to present the plan to the principal and other administration or SWPBIS 
team members as designated. The principal may choose to invite teachers and other 
stakeholders to the meeting. I will provide a copy of the plan to all in attendance at the 
meeting. I will present the recommendation identified as ongoing PD training relevant to 
SWPBIS implementation to manage the behaviors of students with LD as well the 
adoption of a collaborative team approach to improve knowledge, buy-in, and 
consistency. 
Timetable 
 After presenting the PDP, I will propose a timetable for implementing of the 
recommendations. The proposed timetable for the presentation of the PDP 
recommendations is during the fall semester of 2021. After formal presentation and the 
principal’s approval, he will disseminate the findings and recommendations of the study. 
The principal will then determine PD and training needs for teachers, with assistance 
from the administrative and SWPBIS teams. During Week 9 of the fall semester of 2021, 
teachers should begin PD training for learning how to implement SWPBIS in the 
classroom for students with LD (see Appendix).  
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If enough funding exists for simultaneous teacher training, a schedule will be 
provided with pertinent dates and times. If a lack of funding plays a key role in defining 
the training delivery, teachers may receive training in a staggered method and participate 
in biweekly meetings to discuss progress. If video modules are the necessary method, 
teachers will receive an electronic link to this source with a date for necessary 
completion. Digital planning meetings would need to follow in preparation for 
implementation of the recommendations during the second semester of 2022.  
Roles and Responsibilities of the Researcher  
My role and responsibilities as the researcher are to design a project in response to 
the problem of not knowing teachers’ SWPBIS implementation practices to manage 
behaviors for students with LD. I chose a PDP project, based on the data source and 
themes that emerged from data analysis. I will present the PDP plan to the principal and 
other administrative staff or designees (invited by principal) to provide details of the 
findings and recommendations for a solution. The Walden IRB gave me approval to 
collect and analyze data for the study (Approval Number 04-24-20-0318092). The chair, 
methodologist, and University Research Review member provided guidance and 
productive feedback to confirm the quality of my project study.  
Project Evaluation Plan  
The PDP was designed to present details of the problem and findings derived 
from data analysis and literature. The plan provides recommendation for additional PD 
training with a collaborative team approach to SWPBIS implementing practices. I chose a 
PDP because prior training had not met the ongoing needs of teachers and other 
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stakeholders. The PDP presentation will be evaluated using a Google form formative 
assessment (Appendix).  
Justification for Type of Evaluation  
A formative evaluation tool, a survey, will be used to collect feedback from 
attendees (principal, administrative and SWPBIS team, and teachers) after the 
presentation (Appendix). The survey will be sent electronically to all attendees requesting 
their participation. Using Google Forms, I will ask questions to collect data to evaluate 
the attendees’ comprehension of recommendations stated in the PDP. Quantitative 
responses to statements will be documented using a short response format. I will examine 
response data to substantiate the efficacy of the presentation and, verify suggestions for 
improvement (Levitt et. al., 2018). The quantitative data will help me isolate areas that 
require revision in my presentation. The qualitative data will provide an overall review of 
the presentation. 
Goals of the Evaluation  
The goals of the evaluation are to determine possible barriers to the 
recommendation suggested, strengths and weaknesses of the presentation and 
comprehension of the information in my presentation. The aforementioned goals will be 
assessed with regard to organization of the research, quality of the presentation and, 
stated problem and solution. Overall, I wish to assess if the presentation was clear enough 
to support the recommended training based on the study results.  
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Project Implications  
I chose to design a more extensive PDP because the day or two of PD training 
previously provided did not meet the ongoing, needs of the school. The PDP was 
developed to address the problem of inconsistency and knowledge gaps of teachers for 
implementing SWPBIS from the analysis of findings. The findings indicated the need to 
extend SWPBIS professional development and training beyond preplanning days. The 
findings may be used to meet the needs of current and future teachers at the study site.  
Possible Social Change Implications  
The PDP will be used to provide training for teachers’ SWPBIS implementation 
practices in managing the behaviors of students with LD. Teaching practices and student 
behaviors can improve when they work together. Active and ongoing PD and training 
may improve instruction and assist students with skill acquisition. Positive social change 
can occur when teachers effectively teach SWPBIS knowledge and skills, and students 
master them.  
On the local level, the PDP may inform social change. SWPBIS is still a 
continuing initiative at the local school site. Through improved training and collaboration 
by teachers, students may increase mastery of the required skills. They, in turn, may be 
better equipped for success in high school, postsecondary education, and their 
prospective careers and in life. The skills acquired may affect social change in that 




In Section 3, details of the PDPs goals and rationale, relevant literature, 
evaluation, as well as implications of social change were provided. There was also 
discussion of a research-based PDP for PD and a collaborative team approach to 
SWPBIS implementation practices. Components included were literature related to 
effective PD and planning, the gradual release model, active engagement and 
collaboration with benefits and anticipated barriers noted. Plans for the PDP project and 
required resources were explained. The section concluded with the project implications of 
social change. In Section 4, I will present the strengths and limitations of the study along 
with recommendations for alternative approaches and implications for future research. I 





Section 4:  Reflections and Conclusions 
I conducted this project study to address the problem of not knowing how 
teachers implemented SWPBIS to manager behaviors for students with LDs. To address 
this problem, I examined teachers’ implementation practices through data collected from 
interviews. After analyzing the data, I created a PDP to enhance teachers’ practices 
through ongoing SWPBIS training as indicated by the participants’ responses. Previous 
training takes place during planning days at the beginning of the school year; however, 
SWPBIS implementation requires more than a few days of PD and training (see Hirsh et 
al., 2015).  
Interview data indicated the need for ongoing, systemic PD and training to 
address the problem of SWPBIS implementation in the classroom to manage behaviors 
for students with LDs. The PDP provides the study findings; interrelated research; and 
research-based, training recommendations.  
In Section 4, I discuss the strengths and limitations of the study after examining 
the data derived from teachers’ interviews about their SWPBIS implementation practices. 
Details of the proposed method to solving the problem; a description of the overall 
significance of the work and the impact for positive social change; and a self-reflection 
on my growth and learning through the lens of practitioner, scholar, and project 
developer are also provided. The PDP was developed to allow the local site to make 
evidence-based decisions as the SWPBIS program moves forward. I consider the outlook 





I identified four strengths of the project. First, this project addressed the need to 
examine teachers’ SWPBIS implementation practices with students with LDs. The data 
derived from the study may be used by stakeholders to modify or enhance programs (see 
Jabeen, 2016). The principal and administrative and SWPBIS teams can determine 
changes necessary to the local site’s SWPBIS framework. Thibeault (2017) purported 
that effective leadership creates and supports opportunities for change by building a 
school culture that supports collaboration and ownership. 
  Another strength of this project lies in the ability to provide stakeholders with 
data regarding participants’ experiences with SWPBIS implementation practices at the 
local research site. The PDP is presented using a clear and precise language to help 
stakeholders (i.e., principal, administrators, SWPBIS team, and teachers) clarify the 
problem and understand why it needs to be addressed (see Malone & Wright, 2017).  
A third strength is that the recommendations are research based, which verifies 
reasons for using the methods suggested as a solution to the problem (see Sakamuro et 
al., 2015). All stakeholders must work together to enhance SWPBIS implementation 
practices. Research-based recommendations will help stakeholders understand how to 
apply the proposed solution and make necessary enhancements through training with 
continuous progress monitoring (Campbell & Naidoo, 2016; Pershing, 2015).  
A fourth strength is that the PDP and ongoing training will help to establish a 
process for filling the practice gap at the study site. The plan will provide the 
stakeholders with facts, logic, and recommendations for solving the identified problem 
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(see Graham, 2019; Hayes, 2019). The principal can subsequently ask questions and seek 
clarification with regard to implementing the recommendations. 
Project Limitations 
There are some limitations of this PD project. First, scheduling a time to present 
the report may be an issue because there is only so much time in the day. Previously 
scheduled district training; department, team, and grade-level meetings; faculty meetings; 
and parent contacts and conferences are all already a part of the master schedule. Second, 
selection and attendance at the meeting is subject to the discretion of the principal. He 
will determine the criteria and number of attendees permitted to attend the presentation. 
The third limitation is lies in the flexibility of school budget. The 2021 budget may not 
have funding available for the extended PD training of teachers. Limited funding may 
further affect the availability of resources (e.g., hard copies of the Powerpoint slides, etc.) 
for individual teachers.  
Recommendations for Alternative Approaches 
This study further informed the gap in research regarding SWPBIS 
implementation practices for students with LDs. Beyond the local level, the project could 
help other schools and districts modify teachers’ SWPBIS classroom practices. The 
desired outcomes for SWPBIS are to work toward reduce maladaptive behaviors and 
increase targeted behaviors through the reflective, data-based application of 
interventions.  
I chose a PDP design to present the findings of this study, research about the 
problem, and my recommendation for solving the problem at the local study site. Before 
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determining the most suitable method, I considered a program evaluation of the SWPBIS 
implementation process. If using a program evaluation, I would have focused on 
evaluating the fidelity of teachers’ SWPBIS implementation practices as the independent 
variable and office discipline referral (ODR) or maladaptive report data as the dependent 
variable. To collect data, I could have conducted a survey to measure fidelity of teachers’ 
practices and reviewed data from ODR reports for SWDs. Data could have been 
compared for the past 4 years of SWPBIS implementation. The ODR report contains 
relevant data with specific rule infraction notes. Changes in the ODR data reports could 
denote the fidelity of SWPBIS implementation to manage the behaviors of SWDs. A 
recommendation to address the problem could have been extended SWPBIS training 
designed to increase implementation fidelity.  
Another recommendation could have been to develop a research-based, how-to 
guide. The guide would have provided teachers with instructions for implementing 
SWPBIS in the classroom to manage behaviors for students with LDs. I determined 
through research that this how-to guide would not have been the most appropriate method 
for the current study. Both projects would have included recommendations for changes to 
implementation practices. PD and training is crucial to making changes in teacher 
practices (Whitworth & Chiu, 2015). Castillo et al. (2016) declared that PD training is 
directly related to the degree of support provided to school and district leaders. These 
factors helped me to understand that a PDP would be the best approach to inform school 
leaders about the problem and the need to solve it at the study site.  
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I currently serve as a high school special education teacher at the study site and 
am cognizant that teachers’ practices can improve when they actively participate in PD 
aligned with their instructional needs. However, the success of PD is contingent upon 
collaboration between teachers, administration, and other stakeholders to identify and 
make needed improvements (Castillo et al., 2016). As a result, I determined additional 
PD training and a collaborative team approach were needed to enhance SWPBIS 
implementation practices for addressing the behaviors of students with LDs in the 
classroom.  
Scholarship, Project Development, and Leadership and Change 
Scholarship 
I chose a PD project because the study findings indicated the need for additional 
PD training beyond initial preplanning days to address the problem of teachers’ SWPBIS 
implementation practices. In the PDP, I presented a recommendation for solving the 
problem with continuous training and a collaborative team approach. Completing this 
project study advanced my growth as an academic practitioner, scholar, and project 
developer by helping me to develop a process of logical inquiry.  
I learned the importance of reviewing research and maintaining objectivity in 
acquiring knowledge. I now understand the importance of reading for understanding, 
concluding, and synthesizing information from the literature. I can define a problem, 
identify and classify relevant resources, and cite the works of others. In making the 
transition from student to scholar, I can now identify the connections between ideas and 
have the ability to approach problems systematically.  
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Researchers must locate information and gather data about a topic. As I 
progressed through this project, I refined my knowledge and skills in data collection and 
analysis while making connections and drawing conclusions using higher order critical 
thinking skills. I developed a clearer understanding of academic writing, which requires 
proper mechanics and attention to detail. In scholarly writing, a person must be specific 
about their word choice and use precise language to support their ideas. Scholarly writing 
also involves careful citations of the sources used to support assertions. In addition, I 
learned the importance of incorporating evidence and avoiding bias in my writing.  
Researchers locate information and gather data about a topic determining which 
information is most relevant to their purpose. I used Walden’s library services, doctoral 
resources, and academic collections and applied them as appropriate to my research 
study.  
While writing this doctoral study, I encountered some unexpected challenges. The 
COVID-19 pandemic presented a challenge to the number of data sources I proposed 
using because I had to remove observations as a data source with schools being shut 
down. Because it was no longer feasible to conduct a case study, I considered the PD 
genre as a possible project choice. After reviewing the study checklist and examples, I 
determined that a PDP was the best project for this study because it can be used to 
provide information that can help the reader comprehend how to apply a solution to a 
problem (see Pershing, 2015). I determined that an exit ticket survey would be the best 
evaluative tool for the PD training because with this tool I could use attendee feedback to 
refine the presentation for future audiences.  
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Throughout my research study and recommendations, I have proposed methods 
that could support and strengthen the core SWPBIS practices at the school site. 
Additional PD training will support teachers in attaining the required knowledge and 
skills to enhance SWPBIS implementation to manage behaviors for students with LDs. 
Strengthening their knowledge base will enable teachers to become more effective in 
addressing maladaptive behaviors in the classroom. The ideas and experiences shared 
during collaboration will further strengthen their essential practices. Overall, this research 
process has helped me to recognize my ability to bring about change through engaging in 
frequent communication, fostering a team culture, and providing feedback and 
reinforcement (see Sharon et al., 2020).  
Project Development 
This project began as an idea to evaluate teachers’ SWPBIS implementation 
practices in the classroom to improve the behaviors of SWDs. In order to develop the 
project, I collected and analyzed data to determine the findings. In writing the PDP, I 
highlighted the findings and recommendation and included a brief overview of the 
project. Additionally, a program description is provided to add context to the findings for 
the stakeholders (i.e., principal, administrative team, SWPBIS team, teachers, and other 
staff as deemed appropriate). There is also a description of the data source and research 
method used. The report ends with a discussion of the results, conclusions, 
interpretations, and recommendations.  
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Leadership and Change 
The scholar leader can lead and influence policy decisions at all levels to solve 
problems in education. Through the doctoral experience, I was encouraged to exhibit 
curiosity, collect evidence, and demonstrate action. I can now assist with the 
identification of the strategies and interventions that will enhance the local site’s 
SWPBIS framework. Through this process, I have learned that to be a successful leader 
requires specific skills. To this end, the SWPBIS leadership team members must engage 
in a collaborative process to identify what skills students need, how these skills can be 
taught, and what can be done to determine mastery. As a leader, I can assist in applying 
interventions designed to reduce the maladaptive behaviors of students with LDs. In 
addition, I learned that a successful leader in SWPBIS ensures that the team is focused on 
making data-driven decisions in working toward successfully implementing SWPBIS. 
Analysis of Self 
Analysis of Self as Scholar 
When I began the doctoral journey, I did not have a real understanding of the role 
of a scholar. I have some prior exposure to scholarly writing through the Master’s 
program at Walden University. The doctoral process however, was more challenging. 
Locating journals that were relevant to my topic proved time consuming. Initially, I 
considered myself a good writer but had to continue to improve the writing skills needed 
to produce scholarly writing.  
My professional reading habits have changed during this process. I will continue 
to read peer-reviewed journals and articles focused on SWPBIS practices designed to 
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improve students’ behaviors. I have gained perseverance, strength, and patience 
throughout this journey. I have always been a teacher, problem solver, critical thinker, 
and lifelong learner in search of expertise. I now realize that these are qualities describing 
a scholar. As a scholar, I will continue to study and work as an agent of social change. 
Analysis of Self as Practitioner 
I have grown into a scholar-practitioner in the course of the doctoral journey. I am 
no longer simply a consumer of knowledge but will also seek to be a doer as well. I seek 
to facilitate social change, which will enhance the lives of individuals, organizations, and 
my community. This project will inform my professional work as I employ scholarly 
inquiry to make changes to my classroom practices. I can effectively perform research 
that is relevant to behavioral practices and identify strategies to reach targets. I can 
identify a problem and apply research-based methodology and analysis to find a solution. 
I am reminded to use precise language in my professional interactions when writing 
correspondence to staff, colleagues, parents, and other stakeholders.  
Analysis of Self as Project Developer 
I learned the requirements for creating a project based on scholarly research in 
consideration of the problems and challenges in a local school setting. This project 
strengthened my ability to examine and evaluate a program. The doctoral process 
requires dedication, attention to detail, flexibility, and the ability to deal with obstacles. 
Organization of materials is crucial as a project developer. The direction and progress of 
the project depended on my efforts. The use of the program checklist helped identify the 
priority of tasks needing to be completed. The number of revisions suggested helped me 
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focus on attention to detail in minimizing errors. I learned the importance of compromise 
and patience. I was more productive than not when working on the project in small 
incremental steps. Distractions did occur but were managed so that I could focus on 
project completion. There were obstacles, but I was able to persevere and overcome those 
challenges.  
Reflection on Importance of the Work 
  I chose a PD project because the findings indicated the need for additional 
SWPBIS training beyond the preplanning days to address the problem. While reflecting 
on the importance of my study, I recall that this journey has not only advanced my 
learning but also given me the skills required for identifying a problem and proposing a 
solution. The most important part of my work was the effort to expose the challenges 
teachers face in implementing new programs without sufficient training specific to their 
needs.  
This project has enabled me to understand the significance of knowledge. Each 
school year teachers receive a great deal of new information along with increased 
expectations. Aslanargun (2015) acknowledged that expectations without sufficient 
explanation might result in misinterpretation. As such, teachers must be equipped with 
the training tools required to implement SWPBIS for managing the behaviors of students 
with LD. Moreover, through collaboration, teachers can better conceptualize and 
strategize by sharing their experiences and expertise.  
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The Project’s Potential Impact on Social Change 
Teaching practices and student behaviors improve when they work 
collaboratively. Teachers need active and ongoing PD and training to improve instruction 
and assist students with skill acquisition. SWPBIS is a framework that many schools have 
adopted to assist teachers and students with managing behaviors in the classroom. 
Positive social change can occur when teachers effectively teach SWPBIS knowledge 
and skills, and students master them. Teachers identified collaboration, consistency, and 
ongoing training as recommendations for improved implementation.  
Implications, Applications, and Directions for Future Research 
I chose a PD project because the findings indicated the need for additional PD 
training beyond a few preplanning days to the problem of SWPBIS implementation 
practices to manage the behaviors of students with LD. This study could bring about 
social change by providing research-based data to inform district leaders and policy 
makers about the need to approve the funding and resources necessary for training 
teachers. Training would be available for all teachers to increase their knowledge and 
skills with SWPBIS implementation practices. Improved implementation practices for 
students with LD could lead to increase student mastery of the adaptive skills required for 
them to be successful now and in the future.  
More than 24,500 schools in the United States are currently implementing some 
form of SWPBIS (Georgia Department of Education, 2017a). The majority report 
challenges associated with the implementation process (Hannigan & Hauser, 2015). The 
first presentation of the PD training will be for stakeholders at the study site. Later, I 
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would like to present the findings and PD plan to the school district for the benefit of 
other schools implementing SWPBIS. 
Implications for future research could include a comprehensive study examining 
teacher’s SWPBIS implementation practices by content area, exceptionality, or classroom 
experience. A qualitative study using observations (which were removed due to COVID-
19) could be used to examine teachers’ classroom practices further. In addition, results 
could differ upon examination of practices after the introduction of Tier 2 and Tier 3 
interventions.  
Conclusion 
This research study was focused on examining teachers’ reported SWPBIS 
implementation practices for managing the behaviors of students with LD in the 
classroom. I designed a PD to provide information to help the principal and other 
stakeholders to understand the issue and I made data-based recommendation for solving 
the problem (see Malone & Wright, 2017). The data, derived from teacher interviews, 
indicated that additional training and collaboration could improve teacher’s knowledge of 
SWPBIS implementation practices for reducing maladaptive behaviors for students with 
LD. 
In the PD, I presented details regarding PD activities designed to increase 
teachers’ knowledge and facilitate collective dialogue and experiences through TCs or 
PLCs) McIntosh and Goodman (2016) asserted that PD training and teacher collaboration 
could improve teacher learning and succeeding practices. Developments in these two 
areas will encourage social change at the study school and local community by preparing 
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teachers to help students master the adaptive behaviors and skills necessary to become 




Anderson, V., (2017). Criteria for evaluating qualitative research. Human Resource 
Development Quarterly, 28(2), 125-133. 
Andreou, T. E., McIntosh, K., Ross, S. W., & Kahn, J. D. (2015). Critical incidents in 
sustaining School-Wide Positive Behavioral Interventions and Supports. Grantee 
Submission, 49(3), 157–167. 
Bayar, A. (2014). The components of effective professional development activities in 
terms of teacher’s perspective. Online Submission, 6(2), 319-327. 
https://doi.org/10.15345/iojes.2014.02.006 
Berg, L., Jirikowic, T., & Haerling, K., (2017). Navigating the hidden curriculum of 
higher education for postsecondary students with intellectual 
disabilities. American Journal of Occupational Therapy, 71(3), 1–9. 
Berne, J., Degener, S., Hoch, M., & Manderino, M. (2014). Professional development: 
Literacy leadership in the age of Common Core State Standards. Illinois Reading 
Council Journal, 42(4), 64– 68.  
Bernstein, C. F., Carter, E. W., Lloyd, B. P., Jenkins, A. B., Gustafson, J. R., & Shuster, 
B. C. (2017). Including students with disabilities in Positive Behavioral 
Interventions and Supports: Experiences and perspectives of special 
educators. Journal of Positive Behavior Interventions, 3, 143.  
Bethune, K. (2017). Effects of coaching on teachers’ implementation of Tier 1 School-
Wide Positive Behavioral Interventions and Support strategies. Journal of 
Positive Behavior Interventions, 19(3), 131-142. 
72 
 
Betters-Bubon, J., Brunner, T., & Kansteiner, A. (2016). Success for all? The role of the 
school counselor in creating and sustaining culturally responsive positive 
behavior interventions and supports programs. Professional Counselor, 6(3), 263–
277.  
Birt, L., Scott, S., Cavers, D., Campbell, & Walter, F. (2016) Member checking: A tool to 
enhance trustworthiness or merely a nod to validation? Qualitative Health 
Research, 26(13), 1802-1811.  
Bolam, R. (2000) Emerging policy trends: Some implications for continuing professional 
development, Journal of in-Service Education, 26(2), 267-280. 
https://doi.10.1020/13674580000200113. 
Bradshaw, C. P., Waasdorp, T. E., & Leaf, P. J. (2015). Examining variation in the 
impact of school-wide positive behavioral interventions and supports: Findings 
from a randomized controlled effectiveness trial. Journal of Educational 
Psychology, 107(2), 546-557. https://doi.org/10.1037/a0037630 
Carreño, L., & Hernandez Ortiz, L. S. (2017). Lesson Co-planning: Joint efforts, shared 
success. GIST Education and Learning Research Journal, 15, 173–198. 
Castillo, J., March, A., Tan, S., Stockslager, K., & Brundage, A. (2016). Relationships 
between ongoing professional development and educators’ belief relative to 
response to intervention. Journal of Applied School Psychology, 32(4), 287-312. 
https://doi.org/10.1080/15377903.2016.1207736 
Chou, Y., Kröger, T., & Pu, C. (2018). Underemployment among mothers of children 
with intellectual disabilities. Journal of Applied Research in Intellectual 
73 
 
Disabilities, 31(1), 152–158. https://doi.org/10.1111/jar.12336  
Coffey, J., & Horner, R. (2012). The sustainability of School-Wide Positive Behavior 
Interventions and Supports. Exceptional Children, 78(4), 407-422.  
Creswell, J. W. (2007). Qualitative inquiry and research design: Choosing among five 
approaches (2nd ed.). Sage. 
Davis, J. (2015). Give teachers time to collaborate. Education Week, 35(4), 26-27.  
De Neve, D., Devos, G., & Tuytens, M. (2015). The importance of job resources and self 
efficacy for beginning teachers’ professional learning in differentiated instruction. 
Teaching and Teacher Education, 47, 30-41. 
https://doi.org/10.1016/j.tate.2014.12.003 
Didham, R. J., & Ofei-Manu, P, (2020). Facilitating collaborative partnerships in 
education policy research: A case of multi-stakeholder, co-investigation for 
monitoring and evaluation of education for sustainable 
development. Sustainability, 12(2787), 2787. 
https://doi.org.ezp.waldenulibrary.org/10.3390/su12072787 
Evanovich, L., & Scott, T. (2016). Facilitating PBIS implementation: An administrator’s 
guide to presenting the logic and steps to faculty and staff. Beyond 
Behavior, 25(1), 4–8. https://doi.org/10.1177/107429561602500102 
Evans, C., & Weiss, S. (2014). Teachers working together: How to communicate, 
collaborate, and facilitate positive behavior in inclusive classrooms. Journal of the 
International Association of Special Education, 15(2), 142–146.  
Farkas, M. S., Simonsen, B., Migdole, S., Donovan, M. E., Clemens, K., & Cicchese, V. 
74 
 
(2012). School-wide positive behavior support in an alternative school setting: An 
evaluation of fidelity, outcomes, and social validity of Tier 1 implementation. 
Journal of Emotional and Behavioral Disorders, 20(4), 275-288.  
Farr, M., & Cressey, P., (2015). Understanding staff perspectives of quality in practice in 
healthcare. BMC Health Services Research, 15(1), 1–11. 
https://doi.org/10.1186/s12913-015-0788-1 
Feuerborn, L., Wallace, C., & Tyre, D., (2016). A qualitative analysis of middle and high 
school teacher perceptions of schoolwide positive behavior supports. Journal of 
Positive Behavior Interventions, 18(4), 219–229.  
Ficarra, L., & Quinn, K. (2014). Teachers’ facility with evidence-based classroom 
management practices: An investigation of teacher’s preparation programs and 
inservice conditions. Journal of Teacher Education for Sustainability, 16(2), 71-
87. https://doi.org/10.2478/jtes-2014-0012 
Filter, K., Sytsma, M., & McIntosh, K., (2016). A brief measure of staff commitment to 
implement School-Wide Positive Behavioral Interventions and 
Supports. Assessment for Effective Intervention, 42(1), 18–31 
Flannery, K., Hershfeldt, P., & Freeman J., (2018). Lessons learned on implementation of 
PBIS in high schools: Current trends and future directions. University of Oregon 
Press. 
Flick, U., (2017). The SAGE handbook of qualitative data. Sage publications. 
Foran, D., Hoerger M., Philpott H., Walker, E., Jones, J., Hughes, C., & Morgan, J. 
(2015). Using applied behaviour analysis as standard practice in a UK special 
75 
 
needs school. https://doi.org/10.1111/1467-8578.12088 
Freeman, J., Simonsen, B., McCoach, B., Sugai, G., Lombardi A., & Horner R., (2016). 
Relationship between SWPBIS and academic, attendance, and behavior outcomes 
in high schools. Journal of Positive Behavior Interventions, 18, 
https://doi.org/10.1177/1098300715580992 
Fusch, P., & Ness, L. (2015). Are we there yet?  Data saturation in qualitative research. 
The Qualitative. Report. 20(9), 1408-1416. 
Gadd, S., Butler, B. R., & National Technical Assistance Center on Transition. (2020). 
Culturally responsive practices and Positive Behavioral Interventions and 
Supports (PBIS): Annotated bibliography [Updated]. National Technical 
Assistance Center on Transition. 
Global State of Digital Learning Study. (2019). Teacher collaboration: How to approach 
it in 2019. https://www.schollogy/com/blog/teacher-collaboration  
Goddard, R., Goddard, Y., Sook, K. I. M., & Miller, R. (2015). A theoretical and 
empirical analysis of the roles of instructional leadership teacher collaboration, 
and collective efficacy beliefs in support of student learning. American Journal of 
Education, 121(4), 501-530.  
Gomez, F. (2017). PBIS: Moving beyond a focus on behavior to relationships. 
https://digitalcommons.csumb.edu/caps_thes_all/191 
Grogran, T. (2016). Evaluation of a middle school positive behavior intervention support 




Guest, G., Bunce, A., & Johnson, L. (2006, February). How many interviews are enough? 
An experiment with data saturation and variability. Field Methods, 18(1), 59-82. 
Hamann, K. (2017). Building classroom communities in a PBIS world: Voices of teacher 
candidates as they transition into first-year teachers [Doctoral dissertation, 
Illinois State University]. https://ir.library.illinoisstate.edu/etd/677/ 
Hanna, M. (2019). The results. In How to write better medical papers. 
Springerhttps://doi.org/10.1007/978-3-030-02955-5_24 
Hannigan, J. D., & Hauser, L. (2015). The PBIS Tier One handbook: A practical 
approach to implementing the champion model. Corwin. 
Hansen, J. M. (2014). Relationship between teacher perception of Positive Behavior 
Interventions Support and the implementation process.[University of Southern 
Mississippi]. https://aquila.usm.edu/dissertations/24/  
Haydon, T., & Kroeger, S., (2016). Active supervision, precorrection, and explicit timing: 
A high school case study on classroom behavior. Preventing School 
Failure, 60(1), 70–78. https://doi.org/10.1080/1045988X.2014.977213 
Hayes, M., & Gershenson, S. (2015). What a difference a day can make: Quantize 
regression estimates of the distribution of daily learning gains. 
https://ftp.iza.org/dp9305.pdf 
Hirsch, S.., Lloyd, J. W., & Kennedy, M., J. (2014). Improving behavior through 
instructional practices for students with high incidence disabilities: EBD, ADHD, 
and LD. In P. Garner, J. Kauffman, & J. Elliott (Eds.), The SAGE handbook of 
emotional and behavioral difficulties (2nd ed., pp. 205–220). Sage. 
77 
 
Hirsh, S., Killion, J., & Pollard, J. (2015). Professional development. Oxford 
Bibliographies. oxfordbibliographies.com/view/document/obo-97801997868 
Hjörne, E., & Säljö, R. (2019). Teaching and learning in the special education setting: 
agency of the diagnosed child. Emotional & Behavioural Difficulties, 24(3), 224–
238. https://doi-org.ezp.waldenulibrary.org/10.1080/13632752.2019.1609239 
Horner, R. H., & Macava, M., M. (2018). A framework for building safe and effective 
school environments: Positive Behavioral Interventions and Supports 
(PBIS). Pedagogická Orientace, 28(4), 663–685. 
https://doi.org/10.5817/PedOr2018-4-663 
Horner, R. H., & Sugai, G. (2015). School-wide PBIS: An example of applied behavior 
analysis implemented at a scale of social importance. Behavior Analysis in 
Practice 8(1), 80-85. https://doi.10.1007/s40617-015-0045-4 
Horner, R. H., Sugai, G., & Lewis, T. (2015). Is School-Wide Positive Behavior Support 
an evidenced based practice? http://www.pbis.org/research 
Hurjui, E., (2018). Education evaluation and evaluation of school performances results – 
from theory to education practice. Scientific Research and Education in the Air 
Force, 20, 397–402. https://doi.org/10.19062/2247-3173.2018.20.53. 
Jabeen, S. (2016). Do we really care about unintended outcomes? An analysis of 
evaluation theory and practice. Evaluation and Program Planning, 55, 144–154. 
https://doi.org/10.1016/j.evalprogplan.2015.12.010 
Johnson, E. (2016). Beliefs on behavior: The influence of constructed beliefs of discipline 




Kauffman, J., Hallahan, D., & Cullen, P. (Eds.). (2017). Handbook of special education. 
Routledge. https://doi.org/10.4324/9781315517698 
Keane, D., (2017). Barriers and solutions to school-wide PBIS in high schools. Georgia 
Association for Positive Behavior Support Conference, 10. https://digital 
commons.georgiasouthern.edu/gapbs/2017/2017/10. 
Kelm, J., & McIntosh, K. (2012). Effects of School-Wide Positive Behavior Support on 
teacher self-efficacy. Psychology in the Schools, 49(2), 137–147. 
https://doi.org/10.1002/pits.20624 
Kennedy, M., Mimmack, J., & Flannery, K., (2012). Innovation in data-driven decision 
making within SWPBIS systems: Welcome to the gallery walk. Beyond 
Behavior, 21(3), 8–14.  
Kimball, K. A., Jolivette, K., & Sprague, J. R. (2017). Agency-stakeholder reflections: 
perspectives of state-wide adoption of the PBIS framework in juvenile 
facilities. Journal of Correctional Education, 68(2), 17–36. 
King, F. (2014) Evaluating the impact of teacher professional development: An evidence-
based framework. Professional Development in Education, 40(1), 89-111. 
https://doi.org/10.1080/19415257.2013.823099 
Laura, B., Rebecca, E., Louis C., Amy, P., & Chris T. (2015). The next big idea: A 
framework for integrated academic and behavioral intensive 




Lauren, N., Smith, L. D. G., Louis, W. R., & Dean, A. J. (2019). Promoting spillover: 
How past behaviors increase environmental intentions by cueing self-
perceptions. Environment and Behavior, 51(3), 235–
258. https://doi.org/10.1177/0013916517740408 
Lee, S. Y. (2020). Analysis of the effect of school organizational culture and professional 
learning communities on teacher efficacy. Integration of Education, 24(2), 206–
217. https://doi.org.ezp.waldenulibrary.org/10.15507/1991-
9468.099.024.202002.206-217 
Levitt, H. M., Bamberg, M., Creswell, J. W., Frost, D. M., Josselson, R., & Suárez-
Orozco, C. (2018). Journal article reporting standards for qualitative primary, 
qualitative meta-analytic, and mixed methods research in psychology: The APA 
Publications and Communications Board task force report. American 
Psychologist, 73(1), 26-46. https://doi.org/10.1037/amp0000151 
Lewis, T., Barrett, S., Sugai, G., Horner, R., Mitchell, B., & Starkey, D. (2016) National 
Technical Assistance Center on positive behavioral interventions, supports 
training and professional development blueprint for positive behavioral 
interventions, and supports.  
Lodico, M., Spaulding, D., & Voegtle, K. (2010). Methods in educational research: 
From theory to practice, (2nd Edition) Jossey-Bass.  
Losinski, M., Sanders, S., Katsiyannis, A., & Wiseman, N. (2017). A meta-analysis of 
interventions to improve the compliance of students with disabilities. Education 
and Treatment of Children, 40(4), 435–463. https://doi.org/10.1353/etc.2017.0020 
80 
 
Lowery, J. (2015). National Survey on Leadership Capacity and Scaling-up of PBIS 
Implementation. [Doctoral Dissertation University of Mississippi] 
https://aquila.usm.edu/dissertations/204  
Lundervold, D. A., & St. Peter, C. (2017). Introduction to the special issue: Behavior 
analysis in educational settings. Behavior Analysis: Research and Practice, 17(3), 
204-206. https://doi.org/10.1037/bar0000089 
Martin, D. C., (2013). Teachers’ perceptions and satisfaction with PBIS in a southeast 
georgia school district. http://digitalcommons.georgiasouthern.edu/etd/874  
Matherson, L., & Windle, T. (2017). What do teachers want from their professional 
development? Four emerging themes. Delta Kappa Gamma Bulletin, 83(3), 28–
32. 
Mazzotti, V. L., Rowe, D. A., Simonsen, M., Boaz, B., & VanAvery, C. (2018). Steps for 
implementing a state-level professional development plan for secondary 
transition. Career Development and Transition for Exceptional Individuals, 41(1), 
56–62.  
McCarthy, C., Lambert, R., Lineback, S., Fitchett, P., & Baddouh, P. (2016). Assessing 
teacher appraisals and stress in the classroom: Review of the classroom appraisal 
of resources and demands. Educational Psychology Review, 28(3), 577–603. 
https://doi.org.ezp.waldenulibrary.org/10.1007/s10648-015-9322-6 
McDeaniel, S., Kim, S., & Guyotte, K., (2017). Perceptions of implementing PBIS in 
high-need school contexts through the voice of local stakeholders. Journal of At-
Risk Issues, 20(2), 35–44.  
81 
 
McIntosh, K., & Goodman, S. (2016). The Guilford practical intervention in the schools 
series. Integrated multi-tiered systems of support: Blending RTI and 
PBIS. Guilford Press. 
McIntosh, K., Massar, M., Algozzine, F., George, G., Horner, H., Lewis, J., & Swain-
Bradway, J. (2017). Technical adequacy of the SWPBIS tiered fidelity inventory. 
Journal of Positive Behavior Interventions, 19, 3-13. 
https://doi.10.1177/1098300716637193  
McIntosh, K., Mercer, S., Hume, A., Frank, J., Turri, M. & Mathews, S. (2012). Factors 
related to sustained implementation of school-wide positive behavior support. 
Exceptional Children, Vol 79, No.3.  
McIntosh, N. A., & Bowman, C. L. (2019). Reflections: professional development using 
a gradual release model to facilitate culturally responsive strategies in a rural 
secondary school curriculum in Malawi. International Journal of Educational 
Reform, 28(3), 235–252. 
Mercer, S. H., McIntosh, K., & Hoselton, R. (2017). Comparability of fidelity measures 
for assessing Tier I SWPBIS. Journal of Positive Behavior Interventions, 19, 195-
204. https://doi.org/10.1177\\1098300717693384 
Meijer, M. J., Kuijpers, M., Boei, F., Vrieling, E., & Geijsel, F. (2017). Professional 
development of teacher-educators towards transformative learning. Professional 
Development in Education, 43(5), 819–840. 
Miles, A. (2013). Effects of positive behavioral interventions and supports on attendance, 
grades, and discipline referrals [Doctoral Dissertation Walden University].  
82 
 
Moore, J. (2011). Behaviorism. Psychological Record, 61(3), 449-463.  
Myers, D., Freeman, J., Simonsen, B., & Sugai G. (2017). Classroom management with 
exceptional learners. https://doi.org/10.1177/0040059916685064 
Noltemeyer, A., Palmer, K., James, J., & Wiechman, S. (2018) School-wide positive 
behavioral interventions and supports (SWPBIS): A synthesis of existing 
research, International Journal of School & Educationa Psychology 7(2):1-
10   https://doi. 10.1080/21683603.2018.1425169 
Özer, B., Can, T., & Duran, V. (2020). Development of an individual professional 
development plan proposal that is based on continuing professional development 
needs of teachers. European Educational Researcher, 3(3), 139–172. 
Palaganas, E., Sanchez, M., Molintas, M.,  & Caricativo, R. (2017). Reflexivity in 
qualitative research: A journey of learning,ualitative Report . 22 (2), 426-438.  
Pinkelman, S.E., McIntosh, K., Raspica, C., Berg, T., & Strickland-Cohen, M. K. (2015). 
Perceived enablers and barriers related to sustainability of SWPBIS. Behavioral 
Disorders, 40 (3), 171–183).  
Piper, B., & Zuilkowski, S. S. (2015). Teacher coaching in Kenya: Examining 
instructional support in public and nonformal schools. Teaching and Teacher 
Education, 47, 173–183.  
Pitts, K., N. (2017) A Comparative Study on the Impact of PBIS on Student Academic 





Putnam, R., & Kincaid, D., (2015). School-Wide PBIS: Extending the impact of applied 
behavior analysis. Why is this important to behavior analysis? Behavior Analysis 
in Practice, 8(1), 88-91. https://doi.10.1007/s40617-015-0055-2 
Reinke, W., Herman, K., & Stormont, M., (2013). Classroom-level positive behavior 
supports in schools implementing SWPBIS: Identifying areas for enhancement.   
Journal of Positive Behavior Interventions 15(1)139-50.  
Rivkin, S. G., & Schiman, J. C. (2015). Instruction time, classroom quality, and academic 
achievement. The Economic Journal 125, 425-448.  
Ronfeldt, M., Farmer, S. O., McQueen, K., & Grissom, J. A. (2015). Teacher 
collaboration in instruction teams and student achievement. American 
Educational Research Journal, 52(3). 475-514. 
https://doi:10.3102/0002831215585562 
Rumrill, P. D., Cook, B. G., & Wiley, A. L., (2011). Research in special education: 
Designs, methods, and applications. Charles C. Thomas.   
Schreiber, J., & Beam, A., (2017). Programs of interventions and supports: Impact on 
students with disabilities’ behavior and academic achievement. Educational 
Practice and Reform, 3(1), 34-42). 
https://journals.radford.edu/index.php/EPR/article/view/57>.   
Sharon J., T., Lynn, G. F., & Elisa, J. (2020). Implementing and sustaining change: The 
evidence-based practice and research fellowship program, American Journal of 




Shavelson, R. J. (2018). Methodological perspectives: standardized (summative) or 
contextualized (formative) evaluation? Education Policy Analysis 
Archives, 26(48). 
Shuster, B., Gustafson, J., Jenkins, R., Lloyd, A., Blair, P., Carter, E.., & Bernstein, C.  
(2017). Including students with disabilities in positive behavioral interventions 
and supports: Experiences and perspectives of special educators. Journal of 
Positive Behavior Interventions, 19(3), 143–157.  
Simonsen, B., Freeman, J., Dooley, K., Maddock, E., Kern, L., & Myers, D. (2017). 
Effects of targeted professional development on teachers’ specific praise 
rates. Journal of Positive Behavior Interventions, 19(1), 37–47. 
Sprague, J., Jolivette, K., & Nelson, C. (2014). Applying positive behavioral 
interventions and supports in alternative education programs and secure juvenile 
facilities. Handbook of evidence-based practices for emotional and behavioral 
disorders: Applications in schools 261-276. Guilford. 
Steyn, G., M. (2005). Exploring factors that influence the effective implementation of PD 
programmes on invitational education. Journal of Invitational Theory and 
Practice, 11, 7–34.  
Sun, M., Loeb, S., & Grissom, J. (2017). Building teacher teams: Evidence of positive 
spillovers from more effective colleagues. Stanford Center for Education Policy 
Analysis. 39(1), 15-20. https://doi.org/10.3102/0162373716665698 




Ullmann, L. P. (2010). J. B. Watson, The founder of behaviorism 
(review). Biography, 3(4), 366–368. https://doi-
org.ezp.waldenulibrary.org/10.1353/bio.2010.0904 
Upikang, B. (2017). Summative evaluation of teacher performance by secondary school 
students. Journal of Humanities Insights, 1(2), 60-72.  
https://doi.10.22034/jhi.2017.59565. 
Voogt, J., Laferriere, T., Breuleaux, A., Itow, R., Hickey, D., & McKenney, S. (2015). 
Collaborative design as a form of professional development. Instructional 
Science, 43(2), 259-282. https://doi.10.1007/s11251-014-9340-7 
Ward, G. (2016). A blended behavior management approach, student behavior, and 
achievement [Doctoral Dissertation Walden University]. 
Welsh, R., & Little, S., (2018). The school discipline dilemma: A comprehensive review 
of disparities and alternative approaches. Review of Educational Research, 88(5), 
752-794. https://doi.10.3102/0034654318791582 
Werts, M., Carpenter, E., & Fewell, C. (2014). Barriers and benefits to response to 
intervention: Perceptions of special education teachers. Rural Special Education 
Quarterly, 33(2), 3. 
Whitworth, B., & Chiu, J. (2015). Professional development and teacher change: The 
missing leadership link. Journal of Science Teacher Education, 26(2), 121-137. 
https://doi:10.1007/s1097-014-9411-2 
Williams, M., & Moser, T. (2019). The art of coding and thematiceExploration in 
qualitative research. International Management Review, 15(1), 45–55. 
86 
 
Youker, B., Ford, K., & Bayer, N. (2017). Dismissing the goals: A comparison of four 
goal-dismissive goal-free evaluations. Evaluation and Program Planning, 64, 1–
6. https://doi.org/10.1016/j.evalprogplan.2017.05.007 
Yuan, R., & Zhang, J. (2016). Promoting teacher collaboration through joint lesson 
planning: Challenges and coping strategies. Asia-Pacific Education Researcher, 
25(5/6), 817-826. https://doi.10.016.0300-7 
87 
 
Appendix: Professional Development Plan 
SWPBIS IMPLEMENTATION Professional 
Development Plan  
Introduction The purpose of this study was to examine how teachers 
implement SWPBIS for secondary students with learning 
disabilities (SLD). One on one interviews collected data 
regarding teachers’ reported SWPBIS implementation 
practices for management of behaviors in the classroom. 
Most participants indicated that consistency, varied 
rewards, student/teacher buy in and, ongoing training and 
development would assist in SWPBIS implementation and 
acquisition of required skills. Teachers’ recommendations 
did not align with current practices at the local research 
site. 
The Problem: The problem that drove this study was the fact that 
secondary students with disabilities (SWD) continued to 
struggle with making academic progress because of 
inappropriate behaviors. The local school authorized 
implementation of SWPBIS, but had not studied its 
effectiveness nor provided specific methods for 
managing the behaviors of students with exceptionalities. 
As a result, the principal did not know specifically how 
teachers implemented SWPBIS in the classroom for 
students with LD.  
Despite the implementation of SWPBIS at a local high 
school in the southeastern United States in 2016, LD 
students were still demonstrating maladaptive behaviors 
that affected their academic performance. In particular, 
freshman and sophomore students continued to exhibit 
behaviors such as skipping class, absenteeism, and 
refusal to follow faculty and staff instructions. There was 
a need for examination of teacher implementation of 
SWPBIS in working toward target behaviors. 
Examination of current supports identified gaps in 
practice regarding the teachers' implementation of 
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SWPBIS. Lowery (2015) noted that over half of SWPBIS 
state coordinators reported that improving the behaviors 
of students with disabilities through SWPBIS had not 
been included in teacher training sessions or 
conversations. Even with SWPBIS in place, 29% of high 
school students, including those with disabilities, had not 
responded to tier one or two interventions (Bernstein et 
al., 2017). 
Despite the implementation of SWPBIS at a local high 
school in the southeastern United States, students with 
LD were still exhibiting behaviors that were affecting 
their academic progress. As such, there was a need to 
examine this issue more thoroughly. This study was 
conducted to address that problem. Data collected 
identified gaps, such as school wide consistency, 
continuous monitoring, and ongoing professional 
development and training. The findings indicated there 
was a need to extend training beyond the initial SWPBIS 
training during pre-planning to address the problem of 
teachers’ SWPBIS implementation practices in the 
classroom for students with LD. 
Goals:  
● Provide outline of the PD based upon study findings 
● Introduce TCs or PLCs as deliverable for ongoing PD 
● Define Specific Learning Disability. 
● How might it manifest in the classroom? 
 
Purpose:  
To enhance understanding of teachers' SWPBIS 
implementation practices and processes related to the' 
maladaptive behaviors of students with LD at the local site. 
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Research Question:  
What SWPBIS practices do teachers report using in the 
classroom to address the behaviors of students with LD? 
How was it 
addressed? 
A basic qualitative design, through semi-structured 
interviews, examined teachers' SWPBIS implementation 
practices to address the behavioral needs of students with 
LD. The study collected primary data from nine 
participants in a natural setting with real-life context. 
 
Themes identified 
in the study: 
Theme 1: SWPBIS reward system needs variation.  
Participants' findings for this theme suggested that 
rewards should acknowledge and reinforce targeted 
behaviors. Teachers used these opportunities to teach 
students that their efforts were appreciated, which led to 
obtaining the desired classroom behavior. There was a 
need for variety in rewarding students to reinforce 
positive behavior as motivation varied among students.  
Theme 2: SWPBIS implementation requires buy-in by 
teachers, students, and staff. 
Participants agreed that successful SWPBIS 
implementation required buy-in and acceptance from 
teachers and students. When teachers did not possess 
adequate knowledge about SWPBIS or perceived it as 
just another task added to their already extensive 
workload, there was less likelihood that they will 
demonstrate buy-in or implement the framework in their 
classroom. It became just another new mandate from by 
the district that was never actualized. 
Theme 3: Additional SWPBIS professional development 
and training for teachers, students, and staff.  
All participants reported the need for ongoing 
professional development and training as well as access 
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to data related to the SWPBIS framework. 
They also desired to see data associated with the current 
structure and its progress toward targeted behavioral 
outcomes. Some teachers felt they were ill prepared for 
SWPBIS classroom implementation and did not receive 
adequate training. 
Theme 4: SWPBIS rules and expectations taught 
consistently.  
Overall, participants suggested a need for more 
consistency in teaching SWPBIS rules and expectations 
to students. 
Teachers play an essential role in actively teaching 
effective SWPBIS for students. As such, they should 
model and reinforce the SWPBIS procedures with 
fidelity to help students learn these skills. 
Implementation procedures rely heavily on the 
implementer skills (Pinkelman, McIntosh, Rasplica, 
Berge, & Strickland-Cohen, 2015; Rubenstein, Ridgley, 
Callan, Karami, & Ehlinger 2018).  
 
Recommendation: 
After completing the research, I conducted a review of 
literature supporting recommendations for and 
development of a professional development plan to present 
to the principal and the SWPBIS team at the local research 
site. Based on the study findings and relevant literature, I 
proposed using the data derived from teachers’ feedback 
and experiences as the foundation for determining 
professional development and making the necessary 





Literature: Rivkin and Schiman (2015) concluded that the examination of 
instructional methods is key in determining the type of support 
needed to enhance student learning. Training should 
demonstrate best practices and provide teachers with adequate 
resources to promote teaching and learning (Hirsh et al., 2015). 
As such, augmenting teachers’ instructional methods through 
strategic development and training could assist students in 
mastering the required skills. 
 De Neve et al. (2015) noted that on-going training helps 
teachers better understand and implement intervention 
processes. Through on-going training, teachers at the local 
school site could more effectively plan and implement 
SWPBIS to manage the behaviors of students with LD. 
Training may further advance teachers’ knowledge of the 




Castillo et al. (2016) acknowledged that professional 
development training should address the individual school or 
students’ needs, as needs vary in different environments. In 
addition, training activities should focus on the needs of 
individual classrooms and educators (Castillo et al., 2016). 
Identification of prerequisite skills are a critical component in 
planning for implementation training (Castillo et al. 2016). As 
a result, when teachers are properly trained, they can be more 





● A formal meeting will be scheduled to present the 
project to principal 
● During the meeting, findings from the study and 
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recommendation will be presented. 
● The principal will then determine professional 
development and training needs for teachers, with 
assistance from the administrative and SWPBIS team. 
● As a follow-up, the principle will plan and schedule 
needed professional development for teachers on taking 
a collaborative team approach to planning PBIS with 
instruction. The principal may employ the assistance of 
other administrators (i.e., assistant principal, lead 
teacher, social studies department chair) and SSES, 
PBIS training team. 
● During week 9 of the fall semester of 2021, teachers 
should begin professional development training for 
learning how to implement SWPBIS in the classroom 
for students with LD. 
● March 2021. Teachers start training for learning how to 
take a collaborative team approach to implementing 
SWPBIS for students with LD. 
● April/May 2021. Following completion of training, 
teachers can discuss plans for adding the collaborative 
team during regular team meetings.  
● August 2021. Begin the collaborative team approach to 
helping teachers implement SWPBIS to manage 
behaviors for students with LD. 
● If funding is available for simultaneous training, a 
schedule  
● would be provided with dates and times. If a lack of 
funding determines the method of delivery, for instance, 
if video modules were selected as the preferred method, 
teachers would receive an electronic link to the training 
with a date designated for completion during the fall 
semester of 2022. 
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PD Hours: 10 professional development hours will be awarded for 




In summary, recommends additional professional development 
as well as an ongoing collaborative team approach to SWPBIS 
implementation to address the maladaptive behaviors of 
students with LD. The recommendations were identified 
through research-based literature relevant to methods for 
improved new program implementation. The PD plan was 
designed to provide information to help the principal, 
administrative and SWPBIS teams, as well as other 
stakeholders, gain a better understanding of the problem. 
Consequently, the PD plan emphasizes that effective 
implementation of SWPBIS, through training and 
collaboration, may provide a solution to the problem of 
teachers’ SWPBIS implementation for students with LD. 
 
This PDP was discussed and approved on _____________________  
Principal Signature_______________________________________  
















Ongoing Professional Development Training Timetable 
 
 
2021-2022 School Year SWPBIS Training Office    




Timetable of Events 
 ● PDP Summary will be emailed to the principal for a 2- 
week review period.  
● During the review period, the principal will be contacted 
to schedule an initial presentation of the PDPr with him to 
discuss details and address questions.   
● After formal presentation and the principal’s approval, he 
will inform the teachers of the PD training.  
● The principal will then determine professional 
development and training needs for teachers, with 
assistance from the administrative and SWPBIS teams. 
●  The principal may employ the assistance of other 
administrative staff (i.e., assistant principal, lead teacher, 
department chairs)  
● The PD training will be scheduled to present to other 
administrative and SWPBIS team members and teachers  
● During week 9 of the fall semester of 2021, teachers 
should begin PD training for implementing SWPBIS in 
the classroom for students with LD.  
● March 2022. Teachers continue collaborative training  
● April/May 2022. Following completion of training, 
teachers can discuss plans for   collaborative teams during 
regular team meetings.  
● August 2022. Full integration of SWPBIS strategies to 
implement SWPBIS to manage behaviors for students 




● If funding is available for simultaneous training, a 
schedule would be provided with dates and times.  
● If a lack of funding determines the method of delivery, for 
instance, if video modules were selected as the preferred 
method, teachers  would receive an electronic link to the 
training with a date designated for  completion. 
●  Planning meetings would ensue to prepare for 
implementation of  the recommendations during the fall 
semester of 2022.  



























Schoolwide Positive Behavior 




















Slide 3 1-7% of your students can 
consume up to 70% of 











When you plant lettuce, if it does not grow well, 
you don’t blame the lettuce. You look for reasons it 
is not doing well. It may need fertilizer, or 
more water, or less sun. 












“If a child doesn’t know how to read, we teach.”
“If a child doesn’t know how to swim, we teach.”
“If a child doesn’t know how to multiply, we teach.”
“If a child doesn’t know how to drive, we teach.”
“If a child doesn’t know how to behave,  we…
…teach? …punish?”
Think about this:
“Why can’t we finish the last sentence as 













All Humans thrive within Positive environments






“Can’t you do better?”
“You’re not doing it right!”


















Positive Relationships Are Crucial!!
Strong teacher-student relationships are 
necessary:
 to help students optimize their learning and 
behavior
Increased cooperation and compliance





















Ingredients to Promoting Student Success
Create a positive, structured, predictable and safe 
environment for students
Maintain positive relationships so that students feel a 
sense of belonging and connection to school
Provide rigorous, effective instruction teaching students 
the behavioral  skills needed for success
Support student ownership (buy in)  
Ensure that students receive the supports they need to be 









Slide 10 Putting it simply …
School-wide Positive Behavior Support is a process for 
teaching expected social and behavioral skills so the 
focus can be on 
teaching and learning in a positive, proactive school 












•Positively stated behaviors that are expected 
of all faculty, staff and students 












Slide 12 SWPBIS Emphasizes Prevention and Instruction at 
Each Tier
Tier 1 emphasizes prosocial skills and expectations by 
teaching and acknowledging appropriate student 
behavior.
Critical Components:
Working as a team, 















Take a moment to think about the following questions.
1) What do discipline practices currently look like at 
our school?
2) How are they similar and/or different as compared 














































How Do Schools Typically Respond
to Problem Behavior?
 Reactive/Consequence Strategies
 Office referral, detention, suspensions, 
etc.
**Consequences will not teach the “right 
way”











How do we respond to problem 
behaviors? Have you heard this before?
1. “Joseph, I’m taking your book away because you 
obviously aren’t ready to learn. That’ll teach you a 
lesson.”
2. “Juan, you are going to learn some social responsibility 
by staying in timeout until the class is willing to have 
you back.”
3. “You want my attention?! I’ll show you attention…let’s 
take a walk down to the office & have a little chat 
with the Principal.”
4. “Karyn, you skipped school 2 days, so we’re going to 











The Goal of SWPBIS is increased positive  
behavioral interaction thereby engaging 












Slide 18 SWPBIS Theory:
All behaviors occurs within an environment
Examines the scope of the problem
Identifies problem behaviors
Build staff capacity to systemically teach appropriate      
behaviors
The framework and any changes are databased 































From aggressive disrespect to an appreciation of 
manners,  respect and excellence.
From “us against them” to shared, thoughtful 
collaborative relationships between students and 
teachers.
From emphasis on teaching to an emphasis on 
learning.
From “Do what I say” to “this is why I am asking 
you to do this.”



























































































 Assess current behavior management
practices
 Examines patterns of behavior
 Promotes staff commitment and buy in
 Develops school wide agenda and materials
 Seeks student and parent participation and 
input














The SWPBIS Team 
Communicates a common vision for SWPBIS
Works collaboratively to establish school wide  
capacity to support all students
Commits resources to establish support
Develops methods for evaluation of anticipated 
outcomes











The SWPBIS team should include Administration
Administrators should:
ALL administrators are encouraged to play 
an active role in SWPBIS.
Actively communicating their commitment 
and buy in to the process denotes success.
They should be familiar with SWPBIS 









Slide 29 Administrative Buy in: 
What does it look like?
Administrator or a designee agrees to:
attend meetings 90% of the time
allocate time and resources for SWPBIS
Actively promote SWPBIS as a priority


























Family Involvement is essential for planning SWPBIS policies and 
procedures
It is a vision where schools and families work together as a team
Families are a source of strength and information
All parents want their students to succeed in school
Parent involvement in their student’s experience promotes 
behavioral and academic success
Open and honest communication is a key ingredient to success
Family Involvement is essential for helping individual students 
























SWPBIS Student Buy in
Promoting student motivation and engagement 
facilitates learning
Improving the efficiency of student learning is key
SWPBIS buy in can install a sense of personal 
responsibility for self improvement and self 
management
SWPBIS can level the playing field for learning 
Students can acquire the skills needed for success 
(behavioral and academic)









Slide 34 Does Knowing How to Behave in One Setting 
Mean Someone Should Know How to Behave in 
Another?
Children should be taught and continually supported in 












WHAT IS SPECIFIC LEARNING 
DISABILITY?
A Specific Learning Disability (SLD) means a 
disorder in one or more of the basic psychological 
processes involved in understanding or in using 
language, spoken or written, that may manifest 
itself in the imperfect ability to listen, think, speak, 
read, write, spell or do mathematical calculations, 
including conditions such as perceptual 
disabilities, brain injury, minimal brain dysfunction, 






















WHAT IS SPECIFIC LEARNING 
DISABILITY?



















WHAT IS SPECIFIC LEARNING 
DISABILITY?
Learning disabilities can cause frustration for students.
They are able to perform some tasks quite well while struggling considerably 
with others.
They may listen to what is read but put their heads down and refuse to 
cooperate when asked to read
They may become over excited or disruptive during long periods of instruction














WHAT IS SPECIFIC LEARNING 
DISABILITY?
Some Examples:
A chemistry student who finds multiplication and division difficult might 
become frustrated and throw his paper or refuse to complete an 
assignment.
An ADHD student who has trouble focusing in class might have an outburst 
by slamming their book shut and saying that they “can’t do this work”
because there are too many distractions.
A 16-year-old who reads at a fourth-grade level might frequently skip classes 
and school. They appear bored when they do attend class. When asked to 
read aloud, the child throws a book on the floor, calls the reading “stupid,” 











WHAT IS SPECIFIC LEARNING 
DISABILITY?
*Other behaviors might include impulsivity, inattention, 
not following directions, mood swings, disorganization, 
displays of temper and defiance.
•A child’s learning disability may result in an emotional 
battering that impacts their everyday interactions with 
teachers and peers at school, with parents at home, and 
others in the community.
















Blaming teachers for bad grades
Bullying their peers
Physical ailments, such as stomach aches or 
headaches
self-derogatory or self-critical comments

























































Expectation Cafeteria Hall Commons Restroom Bus Area
Cooperative • Go straight to 
lunch and return 
promptly.
• Stay to the right.
• Report to class on 
time.
• Move quickly to 
the designated 
area and stay 
there.
• Use the restroom  
quickly.
• Report back to 
class.
• Walk quickly to your 




• Raise your  hand 
if you have a 
question.
• Ask for help from 
an adult when 
needed. 
• Walk directly to 
your destination.
• Ask an adult for 
help when 
needed.
• Report plumbing 
and cleanliness 
problems to an 
adult.
• Ask for help if 
needed.
Responsible • Move forward 
when it is your 
turn.  
• Use a tray to 
carry your food.
• Be on time to all 
classes. 
• Respond quickly 
to the bell and 
adult directions.  
• Throw garbage in 
the trash cans.
• Adjust clothing to 
follow dress code 
before exiting.
• Go immediately to the 
bus area when the 
bell sounds. 
Respectful • Stand behind last 
person in line. 
• Use zero voice in 
the main hall.
• Dispose of 
garbage in trash 
barrels. 
• Wash and dry your 
hands.
• Listen to the bus 
driver at all times.
• Talk quietly to your 
neighbor.
School-Wide Behavior Matrix











Behaviors Most often occur because:
Students do not have appropriate skills…
“Skill Deficits” 
Students do not know when to use skills
Students have not been taught specific 
classroom procedures and routines
Skills are not taught in context (in the 







































Traditional Discipline vs. SWPBIS
Traditional Discipline:
⁻ Goal is to stop 
undesirable 
behavior through 
the use of 
punishment




– Goal is to proactively 
stop undesirable behavior 
by:
• Replacing with a new 
behavior or skill
• Altering environments

















◦ Electronics in class
◦ Profanity directed at Student
◦ Non-compliance (work of behavior)
◦ Name calling or belittling
◦ Minor stealing
◦ Cheating












◦ Gang Related Activity
◦ Chronic Dress Code Violation














Why Develop a System for
Teaching Behavior?
Behaviors are prerequisites for academics
Procedures and routines create structure
Repetition is key to learning new skills:
•For a child to learn something new, it needs to be 
repeated on average of 8 – 25 times (but as long as it 
takes)
•For a child to unlearn an old behavior and replace 
with a new behavior, the new behavior must be 











Biggest Misconception of SWPBIS is the 
Recognition System
There is a difference between bribery and recognition
Recognition/Rewards are not only designed to 
change student behavior
Also designed to change adult behavior
Rewards and Recognition are designed to prompt 
conversation (relationship building)
 Conversation/relationship changes the behavior









Slide 53 Reinforcement: 
Focuses attention on desired behaviors 
Increases the repetition of desired/new 
behaviors 
Fosters a positive class climate
Reduces amount of  time spent on discipline
Increases instructional hours 












Reinforcement is used both in and out of 
the classroom
 Safe Driver Discounts
 Insurance discounts for 
taking Defensive Driving
 Incentives for being a 
responsible customer
 Tax codes are structured to 
promote certain behavior
 Merit pay and 
performance bonuses
 Reduction in 
sentence/time off for good 
behavior
 Dress-Down Fridays
 Rewards for information 











Every time any adult interacts with 
any student, it is a teachable moment 




























































How do we get the word out?
Morning announcements
Email bulletin to staff
Grade level meetings
SWPBIS Team Reports at staff meeting
PTSA newsletter 
Family nights (Conferences)








































Prize Drawings (small to large)
Mustang of the Month (student/teacher)
Homework Hooky














“People (adults and children) are motivated by a mix of 
intrinsic and extrinsic factors, so we must increase both 
of these” - Sprick
Thinking about your job. What are the factors that 
motivate you both intrinsically and extrinsically?
Schools that employ a combination of intrinsic and 










Praise can be used as an extrinsic 











Staff Rewards and Motivation
SWPBIS requires motivation by teachers and staff as they in turn 
motivate students
If you want to change student behavior, you must first
change adult behavior.
Acknowledging staff for their work and investment in the 
process makes it meaningful for them and they are more 













Suggestions for Staff 
Acknowledgement
staff spotlight
reward system for teachers 
















◦ Aides deliver snacks of choice to staff 
weekly
◦ Staff fill out “wish list” and tape to 
classroom door
“1 FREE PERIOD”
Contributing to a safe, caring, 
effective school environment
Procedures
◦ Given by Principal
◦ Principal takes over class for one hour
◦ Used at any time
“G.O.O.S.E.”
“Get Out Of School Early”
◦ Or “arrive late”
Procedures
◦ Kids/staff nominate 
◦ Kids/staff reward, then pick
“LUNCHABLE”
• staff to receive free lunch 
(off campus)
• Procedures
– Given by Principal weekly
– Location chosen by survey
 
_________________________ 
_________________________ 
_________________________ 
_________________________ 
_________________________ 
_________________________ 
_________________________ 
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http://www.pbisworld.com/
www.pbismaryland.org
http://flpbs.fmhi.usf.edu
http://pbismissouri.org/teams/t1_workbook
http://www.njpbs.org/
http://www.wisconsinpbisnetwork.org/
http://verywellfamily.com
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